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Abstract
With the increasing need for Australian students to be prepared for the ‘world
of work’ once they have finished their schooling (Gonski et al., 2018), it is important
for schools to offer opportunities to develop the necessary skills required for
adulthood. Western Australian schools have the responsibility of ensuring that all
students develop the General Capabilities stipulated by the Australian Curriculum,
Assessment, and Reporting Authority (2009). One of these capabilities is ‘critical and
creative thinking’. One of the ways to develop students’ ability to think critically and
creatively is through philosophical inquiry adopting an integrated pedagogy of Cam’s
(2006) Question Quadrant and Lipman’s (2003) Community of Inquiry.

While the research on the inclusion of such pedagogies has been undertaken in
primary and senior secondary schools, there is a paucity of research at the lower
secondary school level. The purpose of the research project is to bridge this problem
by addressing three research aims. Firstly, to investigate how lower secondary students
exhibit the attributes associated with the ‘critical thinking’ capability through
philosophical inquiry. Secondly, to investigate how lower secondary students exhibit
the attributes associated with the ‘creative thinking’ capability through philosophical
inquiry. Finally, to explore the extent to which lower secondary students perceived the
contribution of philosophical inquiry through an integrated pedagogy assisted them to
become more confident learners.

Employing a theoretical framework based on the epistemology of
constructionism, and a theoretical perspective of interpretivism through the lens of
symbolical interactionism, this research established a Philosophy Club at three
Western Australian secondary schools. The research employs an integrated technique:
namely, Cam’s Question Quadrant and Lipman’s Community of Inquiry from which
to gather data. The data was analysed using discourse analysis to assess the student
voice, and reflections of participating students. The research is designed to provide
insight from a student (rather than a teacher) based perspective in the field of
education.
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The findings from the research group themselves around five key themes of the
impact in implementing philosophical inquiry with lower secondary students. Firstly,
by exhibiting skills that train students for future schooling. Secondly, by preparing
students for the ‘world of work’. Thirdly, permitting students to strengthen the
knowledge they obtain in all learning areas. Fourthly, enabling students to voice their
ideas with like-minded peers to attribute meaning and become more confident learners.
Lastly, by encouraging a sense of belonging, students can engage within a democratic
community and reflect on their experience of the Philosophy Club sessions.
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Glossary of Terms
Coding framework
Coding is an aspect of data analysis to enable the researcher to make sense of the data
collected (Saldana, 2009). A coding framework is the system used to interpret the
groups of data established through coding. The framework is a list attributing to the
categories created when the researcher is coding and is derived from the data itself.
The coding framework helps the researcher to find patterns and themes across the data
and helps to organise the data for retrieval when establishing the findings from the
project.

Community of Inquiry
The Community of Inquiry activity is designed to facilitate students through
philosophical discussion. The inquiry takes places with students sitting in an inward
facing circle and discussing philosophical or ethical topics such as love, justice,
beauty, and so on. As the students embark on a quest for truth and meaning within the
community they build a sense of mutual support. The students work together through
the inquiry to gain clarity from a focal question. Students take turns to contribute their
ideas, challenge their peers, ad aim to reach a desired end within an allotted time frame.

Creative thinking
The mental process of developing solutions to problems, enabling students to exercise
attributes stipulated by ACARA (2009) in relation to the ‘creative thinking capability’.
The process involves attributes such as generate and apply new ideas in specific
contexts, seeing existing solutions in a new way, identifying alternative explanations,
and seeing or making new links that generate a positive outcome. Creative thinking
also includes combining parts to forms something original, sifting and refining ideas
to discover possibilities, constructing theories and objects, and acting on intuition
(ACARA, 2009).

Critical thinking
The mental process of self-directed thinking which enables students to exercise
attributes stipulated by ACARA (2009) in relation to the ‘critical thinking capability’.
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The process involves attributes such as interpreting, analysing, evaluating, explaining,
sequencing, reasoning, comparing, questioning, inferring, hypothesising, appraising,
testing, and generalising (ACARA, 2009).

Question Quadrant
The Question Quadrant is an activity devised by Philip Cam (2006) and allows
students to organise their thoughts. Students consult a provocation (stimulus) and
generate questions prior to engaging in a Community of Inquiry. Cam worked
extensively with primary aged students and found that students were not able to
produce questions that were worthy of a philosophical discussion. The quadrant
compromises of four areas. Two open question sections, and two closed sections. The
quadrant requires students to place the questions they generate within the most
appropriate quadrant, and take questions from the ‘open’, ‘Questions about real life’
section in preparation for the Community of Inquiry.

Philosophy Club
A Philosophy Club is a co-curricular activity that allows students of varying ages to
collaborate within a mutually supportive and like-minded setting. Students often meet
at lunchtime or after school and discuss topics of either their or their teachers choosing.
It is within a Philosophy Club environment that students in some Western Australian
secondary schools train to compete in the Philosothon competition.

Philosophy for Children (P4C)
An acronym used to denote the Philosophy for Children movement. Originating in the
USA and adopted in many schools worldwide. The Philosophy for Children movement
was created by Matthew Lipman in the 1970s and saw primary aged children as young
as six, collaborating within the context of a Community of Inquiry. The movement has
spread across the United Kingdom, the Middle East, Australasia and South America.

Provocation text
A stimulus text used for the focus of a philosophical inquiry session. The storybook,
Sophia’s Question by Philip Cam, (2011) was used for this research project.
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‘See, Think, Wonder’ reflection sheets
The ‘See, Think, Wonder’ reflection sheets (Honan, 2015) are designed to allow
students to reflect on the Philosophy Club experience. The reflection sheets are
comprised of three differing areas. The ‘See’ area allows students to reflect on things
they have seen around the environment they are in, what they witnessed within the
session, or in their mind eye. The ‘Think’ section enables students to reflect on what
they thought or were thinking throughout the dialogue, and perhaps record ideas that
were not able to be expressed within the context of the discussion. The ‘Wonder’
section permits students to consider points that were potentially not raised within the
discussion or what they would be continuing to consider once the session had ended.

Talking Ball
A ball used by students to symbolise the person permitted to talk. The ball is passed
between participating students throughout the Question Quadrant and Community of
Inquiry activities, and allows the students holding the ball to contribute their ideas.
The students talking then chooses the next person to speak, and passes the ball to this
person accordingly.

Philosophical Inquiry
The term philosophical inquiry stems from philosophy as the notion of understanding
a range of ideas usually associated with ancient thinkers such as Plato or Aristotle. The
nature of inquiry has a specific meaning for education, and permits students to engage
in discussion to facilitate collaborative learning concerning ideas or topics they
encounter within their schooling environments.
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Chapter One: The Research Problem Defined
1.1 Introduction
This research project investigates how the practice of philosophical inquiry in
Western Australian secondary schools can develop the capability of ‘critical and
creative thinking’, as recommended by the Australian Curriculum, Assessment, and
Reporting Authority (ACARA, 2013). The pursuit of researching philosophical
inquiry addresses three key areas: how philosophical inquiry can encourage the
exhibition of attributes associated with a critical thinking skill base in lower secondary
school students; as well as encouraging attributes associated with a creative thinking
skill base; and how these students perceive the contribution of philosophical inquiry
can assist them to become more confident learners. These three areas are focal points
for this research because they reflect priorities promoted by both the Melbourne
Declaration on Educational Goals for Young Australian (Ministerial Council on
Education, Employment, Training, and Youth Affairs [MCEETYA], 2008) and the
Australian National Curriculum (ACARA, 2009, p. 14) documentation.

The Australian curriculum applied in secondary schools through each State
jurisdiction has its foundations in the Melbourne Declaration. The Declaration
compromises of two goals. The first requires that “Australian schooling promotes
equity and excellent” (MCEETYA, 2008, p. 7). The second requires that “all young
Australians become confident and creative individuals” (MCEETYA, 2008, p. 8). In
line with these goals and as part of a curriculum framework for schools to use, ACARA
developed seven General Capabilities: literacy, numeracy, information and
communications technology (ICT), personal and social, ethical understanding,
intercultural understanding, and critical and creative thinking. The inclusion of the
critical and creative thinking capabilities (ACARA, 2013) is evident in the Australian
Curriculum through learning areas such as English, Mathematics, Science, and
History. This research hopes to provide some insight into how philosophical inquiry
can develop this capability as two separate skills, and encourage students to become
confident learners.
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The capabilities in the Australian Curriculum are reflective of the “skills,
behaviours and dispositions” (ACARA, 2013, para. 1) considered necessary for
students to become more confident learners, across the curriculum. Capabilities “Are
not just abilities residing inside a person but also the freedoms for opportunities created
by a combination of personal abilities and the political, social, and economic
environment” (Nussbaum, 2011, p. 20). MCEETYA and ACARA are not simply
recommending a set of skills to equip students with the ability to be successful at
school; but, more importantly, the documentation provides advice about the
dispositions required to produce well-rounded and confident individuals. The
requirements for both MCEETYA and ACARA are similar, addressing an area for the
education system to enable students to become the adults suggested in their
documentation (ACARA, 2009; MCEETYA, 2008). The research project works from
the basis of ACARA’s critical and creative thinking capability to provide insight into
whether the findings can also satisfy MCEETYA’s stipulations.

1.2 The Research Problem
The problem this research project aims to address centres on whether students
who engage with philosophical inquiry do exhibit the attributes associated with critical
thinking skills, creative thinking skills, and perceive the contribution of philosophical
inquiry through an integrated pedagogy can assist them to become more confident
learners. ACARA (2009) explains that “critical and creative thinking are integral to
activities that require students to think broadly and deeply using skills, behaviours, and
dispositions such as reason, logic, resourcefulness, imagination and innovation in all
learning areas at school” (p. 1). With ‘thinking’ being the key term within the context
of this research, de Bono (2014) suggests that “thinking is the ultimate human
resource. The quality of our future depends entirely on the quality of our thinking. This
applies on a personal level, a community level and on the world level” (para. 8). This
research examines the practice of an ‘integrated pedagogy’ developed for facilitating
philosophical inquiry with secondary school-aged students.

The research project aims to adopt philosophical inquiry, rather than the
delivery of philosophy as a content base. While the delivery of philosophy as a content
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based program could prove a fruitful way of collecting data, students may not
experience ways in which they can exercise attributes associated with critical and
creative thinking skills to become more confident learners. Students could learn from
philosophers such as Plato or Aristotle and study how they interpreted, or analysed
(Cooper, 1997); however, they may not gain experience in the development of their
own arguments in a context with their peers. ACARA do not recommend a way in
which critical and creative thinking skills can be developed; however, “there is
growing support for philosophy in the classroom to achieve these ends” (Jensen &
Kennedy White, 2014, para. 1). As Jensen and Kennedy White (2014) go on to say,
“the best way to promote students’ knowledge, understanding and skills relating to
critical thinking is to draw upon the tools and methodology of philosophy” (para. 7).
Therefore, the research project examines the practice of the integrated pedagogy to
provide students with the opportunity to practice philosophy through inquiry, rather
than simply learn the content of philosophy. The integrated pedagogy involves the use
of the Question Quadrant and Community of Inquiry. These two pedagogies are
discussed in further detail in Chapter Two. The design of the integrated pedagogy aims
to highlight the thinking skills ACARA recommends for students to acquire. The
research also investigates how students perceive the contribution of philosophical
inquiry through an integrated pedagogy to become more confident learners.

For students to gain confidence in their learning, connections between them
and the material they are engaging with should occur (Charman & Hill, 2009 – 2012).
If students are simply given information and provided no opportunity to explore or
connect with that information, there may be little chance they will fully understand the
nature of the task in hand. Hannam and Echeverria (2009) considered that when “the
topics are chosen by the students and then related to their own experiences, there is
interest on their part for engaging in this endeavour” (p. 28). Ausubel, Novak, and
Hanesian (1978) suggest, “that for pieces of knowledge that society regards as
meaningful or important actually to become meaningful for and then retained by the
student, there has to be a meaningful connection built by learners between the
knowledge and themselves” (p. 28). The connections made between educational
materials and the students may also encourage them to critically analyse, creatively
parallel with, and build confidence from their own experiences, with the ones in the
materials provided.
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Making connections independently between personal experiences and the
educational materials in focus encourages a sense of confidence through students’
learning. Confidence can be a difficult trait to develop as it implies a sense of
autonomy within an individual which may not apply to every student (O’Connell &
Vandas, 2015, p. 82). Confident students can exhibit traits such as active, autonomous
learning or faithfully understanding which elements to leave out of a piece of work.
Students who lack the opportunity to question the material they engage with may not
exhibit confidence in their learning because of the provision of answers by teachers.
However, students who enquire and seek answers independently can develop a sense
of confidence with their learning. Lone and Israeloff (2012) suggest that “instead of
fretting about tests and answers, we’re encouraging students to ask questions and to
question answers” (p. 4). Questioning the material students engage with can lead them
to develop critical thinking skills as a natural by-product of learning. Examining their
own work, tackling problems, and searching for resolutions within their own work can
also encourage the exhibition of creative thinking skills (Cotton, 1991, p. 4).

There is literature that documents the struggle learning areas such as History
(Cambourne, 2013; Gilbert, 2011) can have in delivering anything other than content,
eliminating the opportunity for the development of any skills (such as critical and
creative thinking) attributed to the learning area. Perhaps it is the case that the other
learning areas ACARA present for the development of the critical and creative
thinking capability (such as English, Mathematics or Science) struggle at delivering
anything other than content. Should this occur, there is a risk that students will not
have a chance to engage with and develop these skills accordingly. Learning areas
such as History may currently be unable to develop a skills base (Gilbert, 2011, p. 252)
as well as cover the vast array of content necessary to gain sufficient knowledge of the
learning area. R. Fisher (2006) states, “skills alone are not enough, what must be added
to these to make them effective is the awareness of when and how we may use these
skills to make a difference” (p. 8). Teaching students thinking skills can go some way
in satisfying the capabilities ACARA stipulate, and in turn, satisfy the aspirations of
the Melbourne Declaration.
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1.3 Purpose of the Research
The purpose of the research project is to investigate the extent to which
philosophical inquiry through an integrated pedagogy can develop the critical and
creative thinking capability and encourage students to become confident learners.
While ACARA presents critical and creative thinking as one capability with two
complementary skills, the literature considers them separately as two distinct skill sets.
The ability to develop critical and creative thinking implies a requirement for differing
learning areas to aid their development. The learning area required for the development
of critical thinking can be different to the development of creative thinking. ACARA
(2013) combines these two types of thinking while acknowledging that although they
are not “interchangeable, they are strongly linked, bringing complementary
dimensions to thinking and learning” (p. 1). Siegel (1985) states that “critical thinking
is not just a good or useful addition to the curriculum. It is on the contrary, absolutely
fundamental to our educational endeavours” (p. 78). The scope for interpretation
between critical and creative thinking can imply that ACARA is recommending
students embody both sides of the same coin; however, ACARA’s requisites for the
development of a creative thinker may seem less extensive in comparison to that of
the critical. ACARA (2013) identifies thirteen attributes in the execution of critical
thinking (para. 6), compared to the seven attributes for creative thinking (para. 7). The
research project aims to investigate whether the pursuit of philosophical inquiry
through the integrated pedagogy can encourage the exhibition of all attributes of both
thinking skills.

The research project aims to address a gap in current academic literature in
several ways. Firstly, minimal research has been conducted using the Question
Quadrant activity (Scholl, 2014). Research using the Question Quadrant in Brisbane,
aimed to establish whether teaching pedagogy was affected by implementing the
Question Quadrant into a primary school setting. Therefore, there is a gap in the
literature using the Question Quadrant in a secondary school setting (Scholl, 2014).
Secondly, Scholl’s (2014) research analysed the effect the Question Quadrant
had on teacher pedagogy. The project had difficulties gaining ethics clearance to work
with primary school aged children, and so she worked with teachers and the impact
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the Question Quadrant had on their pedagogy. Therefore, there is a gap in the academic
literature using the Question Quadrant with school students.

Thirdly, little research documents the use of the Question Quadrant and its
ability in the development of critical thinking and creative thinking skills. The research
project aims to address a gap in the current academic literature by providing evidence
of the Question Quadrant being used to develop thinking skills. The Question Quadrant
is a relatively recent activity and little research documents academic projects using the
activity.

Lastly, there is a paucity of research that documents the use of an integrated
pedagogy in the assessment of critical thinking, creative thinking, and confident
learners. The research project aims to address a gap in the current academic literature
by providing evidence of the Question Quadrant and Community of Inquiry being used
to develop critical thinking skills, creative thinking skills, and becoming confident
learners.

Critical Thinking
Background literature regarding the history of critical thinking is presented in
Chapter Two and academic literature on the notion of critical thinking is addressed in
more depth in Chapter Three. ACARA (2009) suggests that there are thirteen attributes
that contribute to critical thinking skills. Examples of “critical thinking skills are
interpreting, analysing, evaluating, explaining, sequencing, reasoning, comparing,
questions, inferring, hypothesising, appraising, testing, and generalising” (para. 5).
Within a secondary school environment, critical thinking is associated with learning
areas such as Science or Mathematics (ACARA, 2009). Conducting experiments and
forming ‘hypotheses’ implied within a Science lesson, could allow for the exercise of
one of ACARA’s attributes of critical thinking. Similarly, students may exercise
‘sequencing’ or ‘comparing’ in Mathematics. However, it may be the case that not all
of ACARA’s attributes of critical thinking can be exhibited across the four learning
areas they suggest (ACARA, 2009). If each aspect of the critical thinking skills is not
exhibited then the skill may not be developed adequately.
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Creative Thinking
Within a secondary school environment, the notion of creativity is associated
with active learning areas such as the Arts, including Dance, Drama, Media, Arts,
Music, and Visual Arts (ACARA, 2009; Torrance, 1972). Subjects such as Dance or
Drama appear to be the most natural fit for creative thinkers as they “involve students
in learning to generate and apply new ideas in specific contexts, seeing existing
solutions in a new way, identifying alternative explanations, and seeing or making new
links that generate a positive outcome” (ACARA, 2009, p. 1). Furthermore, ACARA
(2009) states that, “includes combining parts to form something original, sifting and
refining ideas to discover possibilities, constructing theories and objects, and acting on
intuition” (para. 6). The term ‘new’ implies the establishment of something original,
rather than the rejuvenation of an already present idea. The notion that created ideas
are new ones raises the issue of whether creative thinking is a skill worthy of
development through the Australian Curriculum or a disposition requiring nurture.
While critical thinking has a natural fit with academic rigour, perhaps the development
of creative thinking would be more suited to other classroom activities. Activities that
combine cognitive practice with a connection to creative development can encourage
the development of both critical and creative thinking.

The research project address the skills separately; however, the project
acknowledges their compatibility. While ACARA suggests that the two skills are not
interchangeable, students may exhibit one aspect of the skill more frequently than
others throughout the data collection period. The research project aims to establish
whether all aspects of ACARA’s capability can be displayed through the engagement
of philosophical inquiry and the integrated pedagogy.

Confident Learners
As previously stated the second goal for the Melbourne Declaration requires
students to become “confident and creative individuals” (MCEETYA, 2008).
Similarly, ACARA (2013) proposes that students placed at the centre of their own
learning can become more confident learners; that is, “the progressive development of
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knowledge about thinking and the practice of using strategies can increase students’
motivation from, and the management of, their own learning. They become more
confident and autonomous problem-solvers and thinkers” (p. 1). Giving students the
right to gain control of the knowledge they acquire may not only benefit them within
a school, but also provide numerous possibilities for utilising the skills they develop
in their daily lives. Within the structure of secondary schooling, students experience
structured days and lessons within which they may also experience structured tasks.
Providing students with opportunities to be the centre of their own learning, and
become autonomous problem-solvers and thinkers, they may come to be more at ease
when faced with less structured or regimented situations. The research project aims to
investigate whether students who are given the opportunity to frequently engage with
ideas and concepts that are meaningful to them through philosophical inquiry and an
integrated pedagogy become more confident learners.

1.4 Research Questions
To address the research problem, this research project seeks to ask a general
research question:
•

To what extent can philosophical inquiry assist lower secondary school
students to become more confident learners by encouraging the exhibition of
attributes associated with the critical and creative thinking capability?

The specific research questions are:

1. How do lower secondary students exhibit the attributes associated with the
critical thinking capability through philosophical inquiry?
The question aims to address whether students who engage with philosophical inquiry
through the integrated pedagogy of the Question Quadrant and Community of Inquiry
can exhibit the attributes associated with critical thinking skills. ACARA (2009)
documents thirteen attributes of critical thinking. The first research question intends to
collect data in line with these attributes to establish whether students who engage in
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philosophical inquiry through an integrated pedagogy can exhibit attributes associated
with critical thinking.

2. How do lower secondary students exhibit the attributes associated with the
creative thinking capability through philosophical inquiry?
The question aims to address whether students who engage with philosophical inquiry
through the integrated pedagogy of the Question Quadrant and Community of Inquiry
can exhibit the attributes associated with creative thinking skills. ACARA (2009)
documents seven attributes of creative thinking. The second research question intends
to collect data in line with these attributes to establish whether students who engage in
philosophical inquiry through the integrated pedagogy can exhibit attributes associated
with creative thinking.

3. How do lower secondary students perceive the contribution of philosophical
inquiry through an integrated pedagogy can assist them to become more
confident learners?
The question aims to address whether students perceive the contribution of
philosophical inquiry through an integrated pedagogy can assist them to become more
confident learners. Current literature suggests that students who make meaning
throughout their studies become more confident in their learning (Torii & O’Connell,
2017). The third research question intends to collect data about students becoming
more confident learners as a result of the learning experience.

1.5 Design of the Research
The design of the research project aims to explore the impact of a Philosophy
Club environment where students engage in philosophical inquiry through an
integrated pedagogy. The integrated pedagogy adopted for the research project is
Cam’s (2006) Question Quadrant and Lipman’s (2003) Community of Inquiry. Cam’s
(2006) Question Quadrant as a tool that requires students to generate questions based
on a chosen provocation material. Each question generated goes into one section of the
quadrant. Students extract concepts that arise from the generated questions and take a
vote on a single question for use as a focus point for a dialogical activity, coined by
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Peirce and further developed by Lipman (2003) called a Community of Inquiry. The
Question Quadrant enables students to be inherently critical of the provocation, in turn,
encouraging the development of their critical thinking skills. The different sections of
the quadrant allow students to establish whether their question is an open or closed one
and how appropriate the question is for discussion in a Community of Inquiry.

The researcher established Philosophy Club sessions at three schools across the
Perth Metropolitan area from which to collect data. The study ran for eight weeks
consecutively, each session lasting approximately one hour. A range of data was
collected during the research project. In each session, the researcher made session
notes about student engagement with the integrated pedagogies. Participant teachers
from each school also observed the non-verbal responses of students such as hand
gestures and facial expressions during the sessions and recorded these on a feedback
form. At the end of each session, students completed a ‘See, Think, Wonder’ reflection
sheet to reflect on the Question Quadrant and Community of Inquiry activities. On
completion of all data collection sessions, participant teachers sent an invitation to
students on behalf of the researcher to participate in a semi-structured interview. The
researcher asked students who individually volunteered, five questions that were
reflective of the sessions.

Qualitative content analysis provided the basis from which to analyse
transcripts from the Philosophy Club sessions, ‘See, Think, Wonder’ reflection sheets,
researcher session notes, teacher observation forms, and semi-structured interviews. A
coding framework adapted from ACARA’s critical and creative thinking capability
provided a structure for thematic analysis. Together, the research project explored
whether the integrated pedagogy of the Question Quadrant and Community of Inquiry
fulfilled the expectations of ACARA’s capability outline and the Melbourne
Declaration.

1.6 Significance of the Research
Much research conducted in the field of philosophical inquiry documents the
benefits to students’ learning (Davey Chesters, 2012; Lipman, 2003; Makaiau, 2017;
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McCall, 2013; Scholl, 2014; Topping & Trickey, 2006, 2007). Current literature
extolls the success of the Question Quadrant in the improvement of students; questions
and the development of their critical thinking skills (Cam, 2006; Scholl, 2010).
Literature also commends the way in which the Community of Inquiry assists in the
development of students’ critical and creative thinking skills (Buranda, 2011; Cam,
2018; Millett & Tapper, 2012). There is a gap in the academic literature about research
on integrated the Question Quadrant and Community of Inquiry into a combined
pedagogy. This research project has the potential to extend research into ways in which
philosophical inquiry can influence students’ thinking and assist them to become more
confident learners.

The significance for the research project is three-fold; with international,
national, and local significance. Internationally, federations such as the Federation of
Australasian Philosophy in Schools Association [FAPSA] (2011a) and organisations
such as the Society for the Advancement of Philosophical Enquiry and Reflection in
Education [SAPERE] (2010) are committed to research into Philosophy for Children
(P4C) throughout the world, such as Hawaii (Leng, 2015; Makaiau, 2017) and the
United Kingdom (Education Endowment Foundation, 2016). Their research projects
have been investigated to what extent and in what ways philosophical inquiry may
develop students’ critical and creative thinking skills along with additional benefits
such as the changes in students’ demeanour. As this research project shares some
similarities in aim and objective, the study may be recognised on an international
platform. The study of Philosophy in secondary schools is a relatively recent discipline
in Australia (Millett & Tapper, 2014) and the research project may encourage
philosophical inquiry through an integrated pedagogy to be considered as beneficial to
students in Australia as it is in other parts of the world.

Nationally, the Victorian Association for Philosophy in Schools (VAPS)
established a programme for primary school children to engage in philosophical
inquiry to approach ethical dilemmas in the modern world (VAPS, 2013). This
research project may also become a catalyst for other states of Australia to encourage
schools to establish programmes that allow students to engage in philosophical inquiry
through an integrated pedagogy.
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Locally, students in Western Australian secondary schools can have access to
philosophical inquiry where previously there was none. Currently, schools that deliver
forms of philosophical inquiry are mostly Independent fee-paying private schools and
some State schools. As the research project aims to target schools with no previous
exposure to philosophical inquiry, more students will have the chance to engage with
this approach.

1.7 Limitations of the Research
The limitations of the research project derive from the limited accessibility of
philosophical inquiry classes currently available in Western Australian secondary
schools. This first limitation resulted in the selection of the schools chosen for the
research project. The research project aimed to target students who had no exposure to
philosophical inquiry, or the integrated pedagogy. Therefore, the research project was
limited by the schools that were eligible to participate.

The research project was limited by the number of schools that could be
approached to participate. The researcher aimed to approach secondary schools in the
Northern suburbs of Perth. The researcher was employed as a teacher on a part-time
basis. Her access was limited to the schools that could be reached within the afterschool hours’ travel time available to her. Some schools were also not able to accept
the research project because of current obligations and educational priorities.

The primary sector has seen much research conducted concerning the ability
of philosophical inquiry to develop skills such as critical and creative thinking (Gorard,
Siddiqui & Huat See, 2015; Lipman, 1987; Topping & Trickey, 2007; McCall, 2013;
Scholl, 2010, 2014). In addition, the senior secondary school years may have added
pressures such as the WACE Examinations. The research project was limited by only
being able to include students aged between 10 and 15 years. Excluding younger and
older students may be a limitation of the research as a smaller range of ages are eligible
to participate.
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The research project aimed to establish a Philosophy Club session at each
participating secondary school. As students participate on a voluntary basis, the project
was limited in the number of students that could participate. Ideally, each Philosophy
Club was to have between five and ten students. Therefore, the size of the club was
limited to participating schools with this number of students.

The voluntary nature of the students participating could suggest the group is
biased to attending a Philosophy Club session. Students who have no interest in
Philosophy may not choose to participate therefore limiting the project to only those
students who are willing and enthused to take part. As the project functions as a
Philosophy Club, the project is also limited by not providing exposure to all Australian
secondary students.

The sessions ran after school to cause minimal interference to students and
maximise the number of participants. Many schools offered after school activities such
as sport training or music practice. As these commitments occurred for the school year,
it is a limitation of the research because some students who may have had an interest
in participating but could not find time amongst their other after-school activities to
regularly attend the sessions. The project is limited by some students wanting to
participate but not being able to attend sessions regularly.

As part of the ethical obligations for the Department of Education in Western
Australia, the project was not permitted to differentiate between school sectors. The
researcher was only able to analyse data across the cohort of all participating students.
Therefore, the project was limited in the way the data was analysed due to the
potentiality of reputational risk of the school sectors included in the study.

The transferability of the project was limited by students who have already
gained exposure to philosophical inquiry, or the integrated pedagogy. Students who
studied Philosophy as an elective or Philosophy and Ethics at the senior secondary or
WACE level (SCSA, 2013) may have engaged with the Question Quadrant or
Community of Inquiry activities before. Therefore, the project was limited by students
who had a previous engagement with philosophical inquiry through the integrated
pedagogy.
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As the project was conducted in Australia, the transferability of the project to
schools in the United Kingdom, New Zealand or further afield may be limited due to
the increased exposure to philosophical inquiry in those countries. Philosophical
inquiry is a relatively recent activity in Western Australian secondary schools in
comparison to schools internationally. The exposure to philosophical inquiry,
therefore, limited the projects transferability.

1.8 Format of the study
The main body of Chapter One addresses the understanding of critical thinking,
creative thinking, and confident learners. The research problem is addressed and
provides insight into how the study originated and what the research aims to achieve
on completion. The chapter clarifies the purpose of the research, and necessary reasons
for splitting ACARA’s capability into two separate thinking skills to establish whether
each element of the skill is developed throughout the data collection period.
Clarification of what ACARA suggests critical thinking skills and creative thinking
skills are, is necessary to enable a coherent understanding of each element to
ACARA’s capability. The chapter outlines the background to the research and how the
research links to ACARA’s ‘critical and creative thinking’ capability and the
Melbourne Declaration. The research questions underpin the study, and the design of
the research provides a basis for data analysis, findings, and discussion. The
significance of the research provides insight into the research on an international,
national, and local platform. The limitations of the research provide several restrictions
and consequent limitations on the study. The format of the study provides a coherent
projection of how the research project is presented.

Chapter Two documents a detailed explanation of the integrated pedagogy
used for the research project and the reasons for their inclusion. Chapter Two presents
contextual literature to explain the notion of the Question Quadrant activity and the
Community of Inquiry separately. Background literature also documents the
understanding for their integration as the pedagogy for the research project along with
justification for their integration.
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The literature review in Chapter Three focuses on the literature related to the
research problem and the attempts to resolve the problem. The literature provides the
context for the research questions and sub-research questions. The literature consists
of research conducted using the Question Quadrant and/or Community of Inquiry
activity in the exhibition of attributes associated with critical thinking skills, creative
thinking skills, and how students perceive the contribution of philosophical inquiry
through an integrated pedagogy can encourage them to become more confident
learners.

Chapter Four presents the theoretical framework for the research. The research
focuses on an epistemology of constructionism. The theoretical perspective focuses on
interpretivism, and student voice underpins the study using symbolic interactionism.
The methodology of the research uses experiential research. The methods adopted for
the research project to collect data from the Philosophy Club sessions were: audio
recordings and transcripts; ‘See, Think, Wonder’ reflection sheets completed at the
end of each session by all students; researcher session notes and participant teacher
observation forms of students’ non-verbal behaviour; and audio recordings and
transcripts from semi-structured interviews conducted at the end of the Philosophy
Club sessions. Data is analysed using qualitative content analysis, a coding framework,
and thematic analysis.

Chapter Five documents the findings from the collected data in-line with the
three research questions. Chapter Five presents excerpts from the Philosophy Club
sessions, ‘See, Think, Wonder’ reflection sheets, and semi-structured interviews that
display all attributes of critical and creative thinking capabilities throughout the data
collection period in-line with the first and second research questions. Evidence is
presented in support of the third research question that students can become more
confident because of their engagement with philosophical inquiry through the
integrated pedagogy.

Chapter Six presents a discussion of the relevant findings. Themes that arose
from the data analysis document several ways in which students exhibit critical
thinking skills, creative thinking skills, and becoming more confident learners. Chapter
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Six discusses the themes and proposes several suggestions that the research project
makes because of the findings. The suggestions provide several recommendations that
are presented in Chapter Seven.

Chapter Seven provides a review of the research reflecting on the purpose,
design, research questions, limitations, transferability, and the generalisability of the
research. Chapter Seven offers a conclusion for the project and articulates several
recommendations that arise from the findings. A personal statement concludes the final
Chapter.

1.9 Chapter Summary
The chapter outlines an overview of the research project. The chapter
documents the research problem, namely, that students who engage with philosophical
inquiry do exhibit the attributes associated with critical thinking skills, creative
thinking skills, and perceive the contribution of philosophical inquiry through an
integrated pedagogy can assist them to become more confident learners. The purpose
of the research is to collect data in line with the three research questions to establish
the extent to which the integrated pedagogy of the Question Quadrant and Community
of Inquiry can encourage the exhibition of attributes associated with the critical and
creative thinking capability, and students perceiving the contribution of philosophical
inquiry assisting them in becoming more confident learners. The three research
questions provide the basis for the design of the research. The research is designed to
collect data in a qualitative manner, through constructionism. The theoretical
perspective adopted for the research is interpretivism through symbolic interactionism.
Experiential research through the Philosophy Club sessions provides data to be
collected from audio recordings, audio transcripts, ‘See, Think, Wonder’ reflection
sheets, session notes, teacher observation forms, audio recordings and transcripts from
semi-structured interviews. Qualitative content analysis through a coding framework
adopted from ACARA’s capability is applied to interpret the data, and thematic
analysis enables the findings to be established. The significance of the study is threefold, presenting international, national, and local evidence in support of the projects’
potential success. The project was limited in several ways; mainly by the age of the
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students included in the project, the number of students that can participate, the
voluntary nature of the project, and students not committing to every session, not all
Australian secondary school students are eligible to participate, and ethical obligations
to the Department of Education in Western Australia. The format of the study outlines
each chapter and the content presented in relevant areas of the study. The next chapter
will discuss the pedagogies adopted for this research project, provide a context to the
research project, and justify the need for the Question Quadrant and Community of
Inquiry to be integrated into a single pedagogical activity.
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Chapter Two: Content of the Research
2.1 Introduction
The purpose of the research is to investigate the extent to which philosophical
inquiry can develop the critical and creative thinking capability of lower secondary
school students and assist them to become confident learners. The research project
explores the impact of using an integrated pedagogy of Cam’s (2006) Question
Quadrant and Lipman’s (2003) Community of Inquiry as a training platform with these
students. The aim of this chapter is to present these pedagogies as separate strategies
and discuss reasons for their integration and their influence on student learning. This
chapter explores how these pedagogies have unique strengths which aim to maximise
the opportunity students have to develop their critical and creative thinking capability
and, in turn, become confident learners. The literature associated with using these
pedagogies and their impact on developing and supporting confident learners is
presented further in Chapter Three. An overview of this chapter is provided in Table
2.1.

Table 2.1
Overview of Chapter Two: Context of the Research.
Sub-heading
2.2
Context Literature

2.3
2.4
2.5
2.6

Sub-division
2.2.1
2.2.2
2.2.3

Socratic Questioning
Critical thinking
Creative thinking

Lipman’s Community of Inquiry
Cam’s (2006) Question Quadrant
Integrated Pedagogies
Chapter Summary

2.2 Context Literature
Literature presented in the main body of this chapter aims to provide a
background context to the research about how the Question Quadrant and Community
of Inquiry activities can be useful in developing students’ critical and creative thinking
and for them to become confident learners. The context literature addresses where the
pedagogies originated, the development of the Question Quadrant and Community of
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Inquiry activities, and the assumptions and intent of using an integration of these
pedagogies.

2.2.1 Socratic Questioning.

The notion of critical thinking has its genesis in Socratic Questioning (Davey
Chesters, 2012), a technique developed at the Platonic Academy in Greece with a
predominant cohort of male Grecian elite. While mathematical inquiry dominated this
academy, the critical thinking techniques that Plato’s teacher Socrates employed
enabled a dichotomy between knowledge of the external world and a deeper
understanding of ‘the self’ to be accessible across the dialectic board for discussion
(Verene, 2007). Murris (2000) suggests that “Socrates’ aim (according to Plato) was
not to teach anything new, but to assist people in giving birth to their knowledge, that
is, to help them remember what they already knew” (p. 267). Socratic questioning
introduced a sense of epistemological autonomy, by way of independently driven
knowledge acquisition for the learner. Through the sense of epistemological
autonomy, the pursuit of a more personalised facet to the education Plato offered
became possible. Socrates refers to the Delphic inscription order to ‘know thyself’ but
prefers instead to “accept what is generally believed and, as I was just saying, I look
not into them but into my own self” (Cooper, 1997, pp. 510, 230a). For Socrates,
gaining autonomy involved a complete understanding of ‘the self’. Socrates
established one of the primary modes of questioning to categorically discuss ideas
surrounding truth, beauty, justice, and wisdom (Cooper, 1997). As one of the founding
fathers of Western Philosophy, Socrates’ charismatic delivery ignited a passion for the
quest for meaning through the pursuit of self-knowledge in the people he taught. Due
to his quirky persona and objective attitude, he fused the lines between academia and
vocation. Socrates quizzed members of the public relentlessly, demanding their
thoughts on an array of intriguing concepts. The cyclical approach Socrates used to
gain answers, referred to as Socratic Questioning, called for a keen eye and creative
demeanour (Boele, 1997) to establish meaning from the concept in question, and for
people to become confident in the delivery of their ideas.

The purpose of Socratic Questioning to the questioner is to thoroughly probe
into the mindset of the questioned. For the questioned, the expectation is to justify their
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mindset and validate their argument. A greater sense of understanding results for both
parties. Davey Chesters (2012) states that “thought is not merely expressed in words;
it comes into existence through them. Every thought tends to connect something with
something else, to establish a relationship between things” (p. 37). Establishing a
relationship between ideas discussed due to a critical engagement with material
through a pedagogy such as Socratic Questioning, encourages a sense of confidence
through deeper understanding. With students engaging critically with material and
creatively developing their ideas, it is possible they too could become more confident
learners as a result.

Socratic Questioning is one technique that may be viable in the development
of critical and creative thinking skills. To generate a question within an educational
environment, regarding a certain provocation may not immediately require a critical
instinct or demeanour. Perhaps it is the type of question generated that calls for a
critical eye. Vygotsky (1978) suggests that “by asking a question, the child indicates
that he [sic] has, in fact, formulated a plan to solve the task before him [sic]” (p. 29).
Whatever the task may entail, the questions generated by students implies that they
potentially have a gap in their knowledge that they autonomously understand requires
filling.

Throughout the Greek era, the traditional methods of education stemmed from
a technical to a practical nature of understanding. R. Fisher (2013) states,

There is evidence that traditional methods are efficient in teaching
what the Greeks called tekne, the ‘technical’ side of knowing how
to do and make things, the basic skills and techniques which need
to be introduced and practiced by beginners in any area of learning.
But traditional methods are less successful in developing what the
Greeks called phronesis, practical wisdom or intelligence, the
higher-order thinking which enhances skill to the level of expertise.
(p. 20)
Perhaps the types of questions students ask through engagement with philosophical
material begin with tekne and further develop into questions of phronesis. Students
learn to ask technical questions before they learn procedural questions. The notion of
generating questions can encourage opportunities for students to exhibit attributes
associated with critical thinking skills.
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2.2.2 Critical Thinking.

The development of critical thinking had its genesis in the Western tradition of
philosophy with Socrates and Socratic Questioning dating back to the fifth century
BCE (Cooper, 1997). Socrates developed this method of inquisition by probing
citizens and fellow teachers on concepts such as truth, beauty, justice, and wisdom
(Cooper, 1997). The techniques Socrates developed, as recorded by his student Plato,
encourages a multitude of questions asked in succession, causing the person
questioned to deconstruct his or her argument and think carefully about the responses
given. The method continues until Socrates receives a sense of satisfaction that the
person does not actually think he or she knows what he or she claimed to know in the
beginning (Cooper, 1997). In a conversation with Alcibiades, Socrates questions him
on the concept of madness being the opposite of wisdom. After a lengthy discussion,
Alcibiades exclaims, “No, not at all, it looks as if I’ve not got the matter quite right”
(Cooper, 1997, pp. 598, 139d). Socratic Questioning may provide a foundation for the
development of critical thinking skills through its consistent engagements with the
continual generation of questions, deconstruction of arguments, seeking to refine
answers, and clarify concepts.

Some countries are known for implementing critical thinking skills into the
school curriculum and expanding ways in which children can have access to
appropriate material for its development. Literature documented in Chapter Three
outlines several courses dedicated to the development of critical thinking skills
delivered in schools in England (Oxford, Cambridge, and Royal Society of Arts
[OCR], 2014), the Unites States of America (Montclair State University, 2018), and
Australia (International Baccalaureate [IB], 2014; School Curriculum and Standards
Authority [SCSA], 2013). While the courses aim to develop critical thinking skills in
isolation of context, the research project aims to establish whether critical thinking
skills can be developed within the context of a Philosophy Club session. Delivering
critical thinking requires a context (Lipman, 1998, p. 17) as it allows students to
engage with a topic that is relevant to their learning. Using ideas contained within
branches of philosophy such as epistemology, gives students the ability to develop
their skills in critical thinking in the context of ‘how we understand the colour red?’
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or ‘what is real?’ For students to know the world around them, some nature of critical
engagement with these issues can contribute to their sense of understanding. Without
the context of a learning area or Philosophy Club session to focus the critical thinking
skill, students may struggle to connect with the material which can result in minimising
the development of the skill. Providing a sense of context such as a learning area or
Philosophy Club session, rather than the development of an individualised skill for the
development of critical thinking may provide more benefits to students. There are
several potential benefits of the delivery of critical thinking skills within a given
context.

Firstly, integrating critical thinking through an integrated pedagogy into an
existing learning area can allow school students to exhibit the attributes associated
with the critical thinking skill. Integrating critical thinking into an already established
learning area can strengthen the content knowledge students learn. McPeck (1990)
argues that “critical thinking can only be taught as part of a specific subject and never
in isolation” (cited in Norris, 1990, p. 71). The reasons for McPeck’s thoughts on this
matter come from his ideas that critical thinking “cannot be properly regarded as a
generalised skill” (cited in Siegel, 1990, p. 76). He thinks there is no single critical
thinking skill, manifested among all learning areas. Thinking for McPeck, must be
thinking about something. Otherwise, “thinking about nothing is a conceptual
impossibility” (p. 76). Similarly, Hudgins and Edelman (1986) suggest that “critical
thinking must be about some content; it cannot be disembodied thought” (p. 334). For
example, critical thinking within learning areas such as English, History, Geography,
and Science (ACARA, 2013), can provide a context within which to understand the
skill, and students can engage with material through an integrated pedagogy that is
relevant to their learning.

A potential drawback of confining the exhibition of attributes associated with
critical thinking through the learning areas, as ACARA suggests, is that it limits the
delivery of the skill to those areas. For example, it is possible for the exhibition of
attributes associated with critical thinking to be confined to History and Science rather
than including learning areas such as Art or Drama. Secondly, perhaps the curriculum
is too concentrated with the content information that requires mastery as it currently
stands, causing the likelihood of a skill set to lack delivery or development (Gilbert,
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2011). Lastly, Beyer (1984) comments that “…thinking skills that are introduced or
taught in any given classroom reflect the idiosyncrasies of the individual teacher – and
students may or may not learn from them” (p. 489). As this could be true for all
learning areas, perhaps a Philosophy Club session can provide a context where
teachers facilitate students’ development in thinking skills. Within a Philosophy Club
session, students are at the centre of their own learning which enables them to engage
in philosophical inquiry through an integrated pedagogy to exhibit attributes
associated with critical thinking skills.

A potential benefit to embedding the integrated pedagogy into a specific
learning area is that it enables students to be challenged and become critical about
something they may have previously been very accepting of (J. Haynes & Murris,
2011, p. 292). Perhaps the selection of learning areas such as History and Geography
(ACARA, 2013) are appropriate for the exhibition of attributes associated with critical
(and creative) thinking because “while geography emphasizes the physical side and
history the social, these are the only emphases in a common topic, namely, the
associated life of men” (Dewey, 1916, p. 124). Relating a subject area to the student
who studies it, could, as Dewey suggests, associate the life of the learner to the content
they are learning. Drawing connections between students’ lives and the material they
encounter can not only strengthen their understanding of the topic they study, but also
influence their mindset encouraging students to become more confident learners.
However, a further drawback to the integration of critical thinking into another
learning area is the already over-crowded curriculum (Gilbert, 2011). Gilbert (2011)
notes that the curriculum is already over-allocating, leaving teachers little time to
deliver something new to the course. Integrating critical thinking into a different
learning area may mean the skill will not gain sufficient attention for development,
favouring time spent on the delivery of content instead.

Another approach may be through the establishment of a Philosophy Club.
Establishing a co-curricular activity such as a Philosophy Club using the integrated
pedagogy can enable students to use provocation material that is of interest to them
and share those interests amongst like-minded peers. Creating an environment where
students can feel comfortable to engage in philosophical inquiry can enable students
to establish a sense of community at their school. Being part of a community that a
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Philosophy Club can achieve, may encourage students to be more confident learners
as well as exhibiting attributes associated with critical thinking skills. The downside
to the Philosophy Club activity is that not all students can participate and only those
who are interested in philosophical inquiry may attend.

2.2.3 Creative Thinking.

Unlike critical thinking, creative thinking has not received the same academic
attention within the field of educational literature. ACARA (2009) requires that
students become prepared for the ‘world of work’ within the modern era by becoming
adept at “responding to the challenges of the twenty-first century” (para. 3). ACARA
(2009) also suggests that “the products of creative endeavour can involve complex
representations and images, investigations and performance generated output, or occur
as virtual reality” (para. 6). To prepare students for life in the modern world, skills
such as creative thinking are prominent in many industries. Corporations such as Apple
and Google are renowned for their innovation and creativity (He, 2013). Coleman
(2016) observes that “the most successful businesses are those that engender creative
thinking and develop environments where everyone generates ideas, has a voice, asks
questions and challenges the norm” (para. 5). Preparing students who possess skills
that businesses are searching for may enable them to be more flexible in the careers
they choose after leaving school.
Within the schooling context, de Bono developed a pedagogy called the ‘Six
Thinking Hats’ (de Bono, 1985). The pedagogy required students to adopt the vantage
point of a coloured hat in response to a provocation. Each hat demands a perspective
with which to process the material encountered. The hats range in colour and
standpoint from red for ‘feelings’, yellow for ‘benefits’, blue for ‘process’, white for
‘objective facts’, black for ‘cautions’ and finally, green for ‘creativity’. As de Bono
(1985) explains, “Green is grass, vegetation and abundant, fertile growth. The green
hat indicates creativity and new ideas” (p. 13). Students construct new ideas from the
provocation and present their ideas to the other students in their group. Similarly, one
of the attributes ACARA (2009) stipulates for the development of creative thinking is
“seeing existing solutions in a new way” (para. 6); therefore, incorporating the ‘Six
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Thinking Hats’ into a learning environment may encourage the exhibition, in part, of
ACARA’s creative thinking capability.

Creative thinking can possess a natural association with the creative arts or
with learning areas that demand a significant amount of creativity in thought and
process such as Interior Design or Architecture. Yet, creative thinking can link to
problem solving skills and innovative thinking such as those required by engineers or
chefs. While critical thinking focuses on a more analytical outlook, creative thinking
suggests an original approach (Gibson, 2005, p. 156). Using an extended essay as an
example, the critical thinker can disassemble sentence structure, comment on layout
or order, and question the main ideas addressed within the boundaries of the piece. A
creative thinker can “sense difficulties, problems, missing elements” (Miller & Dahl,
2011, p. 16), or select choice quotations that strike a chord within the reader. Torrance
(1985) found, “that characteristics of creative thinking abilities differ from those of the
abilities involved in intelligence and logical reasoning” (p. 316). The skills and general
approach of a critical and of a creative thinker are contrasting, yet remain
complementary. For instance, secondary school students can easily be both a critical
and creative thinker, even if they are more adept at one or the other (de Bono, 1992).

The notion of being more adept at one thinking skill rather than another may
stem from the experiences of students in their personal lives. For example, students
raised in a family of visual artists may exhibit more creative thinking than critical
thinking. Dewey (1934) explores the pragmatic nature of art as an experience and
states that, “experience in this vital sense is defined by those situations and episodes
that we spontaneously refer to as being ‘real experiences’; those things of which we
say in recalling them, ‘that was an experience’” (p. 205). It can eventuate that the
situations young people experience have the capacity to influence their thinking within
a schooling environment. It is unlikely to assume that students who learn how to
develop a skill in isolation of practising the skill, will not fully develop the level of
expertise necessary to put that skill into action and become fully competent in its
execution. Teaching students how to develop creative thinking skills therefore requires
practical opportunities for exhibition and implementation. As Mill (1963) states, “we
do not learn to read or write, to ride or swim, by merely being told how to do it, but by
doing it” (p. 186). Putting the learnt skills into practice within the context of a
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Philosophy Club session may enable a deeper sense of understanding and a greater
connection to the material used.
Torrance (1972) claims that “the most successful approaches seem to be those
that involve both cognitive and emotional functioning, provide adequate structure and
motivation, and give opportunities for involvement, practice, and interactions with
teachers and other children” (p. 203). It is possible that activities such as a Philosophy
Club that invoke collaborative thinking, the sharing of ideas in a mutually safe and
comfortable environment, or a forum that provides students with the opportunity to
present ideas and discuss them amongst peers are more appropriate for the exhibition
of attributes associated with creative thinking.
Edward de Bono coined the term ‘lateral thinking’ in place of creative thinking
(de Bono, 1992). He viewed, “at the simplest level ‘creative’ means bringing into being
something that was not there before. In a sense, ‘creating a mess’ is an example of
creativity” (p. 3). In this sense, de Bono maintains the standpoint that creative thinking
deals with the new production throughout students’ participation in school, rather than
reforming an already established idea. Incorporating a suitable activity alongside
material for the range of students in a class to develop their ideas, could encourage
students to develop new solutions to existing ideas. One of the attributes ACARA
(2009) stipulates for the exhibition of creative thinking is “seeing existing solutions in
a new way” (para. 6). Engaging with their peers through philosophical inquiry may
encourage students to collaboratively develop new solutions, in turn, exhibiting
creative thinking skills.
De Bono’s ideas draw from those of Piaget’s by linking creativity and the
discovery of something new (F. Haynes, 1997). Known for his work with
developmental psychology, Piaget developed four stages of cognitive development in
children (Piaget, 1952). Throughout their cognitive development children construct
their own knowledge from experimentation. Piaget (1952) states that,
Invention is therefore comparable to the ‘application of familiar
means to new situations’ since, like the latter, it operates by
deduction; but this deduction, being creative, also partakes of the
processes of acquisition hitherto under study and, oddly enough, of
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the discovery of new means through active experimentation. (p.
333)
Active experimentation permits children to engage with their own learning to create
something new. As de Bono (1992) suggests, creating something new can encourage
the developing of creativity. Perhaps students who are exposed to an activity such as
the integrated pedagogy, can actively participate within the context of a Philosophy
Club session to exercise aspects of creative thinking such as, creating new ideas, or
seeing existing solutions in new ways. Engaging in dialogue to achieve these aspects
can, therefore, encourage students to exhibit attributes associated with creative
thinking skills.

2.3 Lipman’s (2003) Community of Inquiry
Philosophical inquiry, as previously mentioned, shares the same genesis as
critical thinking, and centres on Socrates’ passion for the discovery of self-knowledge.
The notion of Socratic Questioning laid the foundations for philosophical inquiry in
schools (Daniel & Auriac, 2013, p. 420). The current notion of philosophical inquiry
mimics the forum Socrates initiated, known as a ‘Symposium’ (Murris, 2000). In this
case, the symposium acted as a mean for Socrates and his friends to discuss matters
associated with love, truth, justice, and wisdom among others by engaging in dialogue.
The pursuit of truth that Socrates embarked upon with the aid of his fellow Grecians
gave birth to the term ‘philosophy’. Stemming from the love (philo) of wisdom
(Sophia), the discussions Socrates encouraged began with a nominated concept or
topic. As Eryximachus states, “it’s only proper, therefore, that you take your turn. After
you have spoken, you can decide on a topic for Socrates on your right” (Cooper, 1997,
pp. 496, 241c). The idea of taking turns and establishing concepts to discuss within a
group dialogue like the ones Socrates partook in helped to form the basis of
philosophical inquiry as a process, facilitated through the method of a symposium.

As several people partake in a symposium, deciding on a focus point or topic
for dialogue can be tricky as everyone may not agree. Adopting the method of voting
in favour of a preferred topic would allow the agreement of a common topic. Davey
Chesters (2012) states that “if voting is seen as indicative of democratic decision-
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making then it is not surprising that this is perpetuated by political parties who are
elected through democratic processes which require a vote rather than deliberation”
(p. 28). Within the context of a session engaging with philosophical inquiry, students’
vote on their chosen concept and question to ensure a fair decision is reached. Voting
on a concept and question enables a fair decision by a show of hands, rather than
engaging in deliberation to achieve the same end. While dialogue is necessary for the
philosophical inquiry to take place, deliberating on a concept or question could prove
time-consuming. To achieve the desired effect by voting for a concept and question,
the time can be focused on the inquiry, rather than the focus point question. As Lipman
(1997) states:

If we are to approach more closely to the kind of democracy we want
and the kind of world we want, the classroom has to be converted
into an inquiring, dialogical community, and this in turn should be
recognised as portending the society of the future. (p. 34)
Once Australian students leave school, they will live under a democratic rule.
Practising democracy through philosophical inquiry and an integrated pedagogy may
allow many students to engage with their chosen topic, while developing skills that
they may later come to rely on in Australian adult life (Burgh & Yorshanksy, 2011).
The research project fills a gap in the academic literature by providing evidence in
support of these skills that are deemed necessary in adulthood; namely, critical
thinking, creative thinking, and confidence in learning.

Collaborative thinking comes in numerous forms within the context of a
classroom, whether it is group work, paired tasks or debating activities. It was
primarily the American educator John Dewey who paralleled the school environment
to that of a democracy (Dewey, 1916), mimicking the societies from which the
students came. Dewey believed it was necessary for students to engage together in a
comfortable and familiar environment. Dewey (1916) claimed that “all which the
school can or need do for pupils, so far as their minds are concerned, is to develop their
ability to think” (p. 152). Whilst serving in the Second World War, Matthew Lipman
read Dewey’s works. Lipman realised that, as Dewey had implied, he learnt just as
much from his fellow comrades as from the pages which he read (Society, 1999).
Lipman took Dewey’s ideas, formulating the concept of the Community of Inquiry.
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The term, ‘Community of Inquiry’, originally coined by Pierce, (Lipman, 2003, p. 20)
became the basis for what has become the Philosophy for Children movement (known
as P4C). Within this movement, Lipman saw that students who participated in a
Community of Inquiry can develop caring skills, and critical and creative thinking
skills (Lipman, 2003).
The implementation of Lipman’s Community of Inquiry technique spread
rapidly from its birthplace in Montclair, New Jersey. Tested frequently with primary
school aged children (Lipman, 1973, 1975, 1993), the technique gained interest and its
influence continued to develop. The Society for the Advancement of Philosophical
Enquiry and Reflection in Education (SAPERE) was established to implement
Lipman’s Community of Inquiry technique in schools across England. The
predominate idea behind the Community of Inquiry is “about getting children to think
and communicate well; to think better for themselves” (SAPERE, 2010). Literature
documenting research undertaken by SAPERE in English schools is presented in
Chapter Three. The introduction of the Community of Inquiry into the English
schooling system through the P4C movement began with Lipman’s Community of
Inquiry as a standalone pedagogy. Students sit in an inward facing circle to establish
face-to-face contact with all involved and a sense of equality amongst participants. As
Lipman (1975) suggests, “a philosophical discussion is cumulative; it grows or
develops, and through it the participants discover endlessly new horizons” (p. 3). The
Community of Inquiry provides a context for students to engage in dialogue regarding
a provocation material. Students generate questions within the community and a focus
question is nominated for the dialogue to commence. A focus question allows students
to begin their philosophical journeys, providing a starting point to initiate the
discussion. As the questions are generated by the students, they fit the student’s life
context, rather than the content from which the question originated. The teacher acts
as a “facilitator, supports the children in their thinking, reasoning, and questioning, as
well as the way the children speak and listen to each other in the dialogue” (SAPERE,
2010). Throughout the dialogue, students question their own thoughts or opinions,
those of their peers and offer alternative viewpoints. Through this notion of dialogical
development, the students become a community joined in the quest for meaning to
seek truth in relation to the question presented.
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A range of materials may be chosen as a provocation within the context of a
Community of Inquiry. Thought experiments such as those created by Baggini (2005,
2009) are a short piece of text that present scenarios that encourage deep, rigorous
analysis. For example, one story presents the ethical conundrum of a pig who wants to
be eaten. The thought experiment suggests that it could be morally wrong to deny the
pig their dying wish, even if the person selected to consume the pig was a vegetarian
(Baggini, 2005). Thought experiments have featured among some of the provocations
available for Cam and Lipman’s pedagogies. Vaidya (2010) mentions the notion of
thought experiments in encouraging intuition to gain traction in producing a solid and
secure understanding. Currently, there is minimal evidence in support of thought
experiments used in philosophical inquiry. More research would be required to
establish whether thought experiments can be an adequate provocation for
philosophical discussion.

Many of the thought experiments relate to ethical or epistemological thought.
For instance, if Mary was in a black and white room for the duration of her life, could
she know what the colour red looks like? (Baggini, 2005, p. 37). While provocations
such as thought experiments could provide a basis for thought-provoking discussion,
the story that is used for the focal point for the participating students within this
research project is Cam’s (2011) Sophia’s Question: Thinking stories for Australian
Children. The book is the most recent work of its kind, published in Australia, and
written for philosophically driven discussions.
The sense of “thinking, reasoning and questioning” (SAPERE, 2010) also
appears in ACARA’s documentation for the development of students’ critical and
creative thinking capability (ACARA, 2009). Through Lipman’s Community of
Inquiry technique, effective dialogue can encourage students to make rational
judgements about a chosen concept and demonstrate critical and creative thinking. For
example, when students engage with a provocation text that presents the issue of
equality, they may develop their critical thinking skills by exploring the cause for
equality, the place for it within society and the effects on others. Students may develop
their creative thinking skills by presenting ideas on the achievement of equality for
citizens (Brandt, 1988). Putting students at the centre of their own learning, in the way
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ACARA (2009) recommends enables them to satisfy both aspects of ACARA’s critical
and creative thinking capability.

2.4 Cam’s (2006) Question Quadrant
In Australia, Lipman’s work has been adopted by Cam (2006) and Scholl
(2014). These educators were the first to integrate the Community of Inquiry pedagogy
into a mainstream educational institution (Buranda, 2011). Scholl (2014) was a teacher
at Buranda State School in Queensland, and she saw the impact the Lipman’s
Community of Inquiry had on pedagogy and student outcomes. Prior to the
implementation of P4C at Buranda, the school was struggling with student discipline
and academic success (Buranda, 2011). As the Community of Inquiry technique
became incorporated into the learning styles of the school, its success led to the school
being the focus of research (Scholl, 2014). Scholl noted the findings of three
researchers who had used Buranda as their subject in doctoral degrees, stating they
“reveal that implementing Philosophy initiates a broadening of teaching knowledge,
improvement in the teacher’s thinking skills, a critical evaluation of their pedagogy
and improved confidence and self-esteem of the teacher” (Buranda, 2011, p. 2). The
report from Buranda also comments on the connections between the delivery of
philosophy in schools and the addressing of both ACARA’s critical and creative
thinking capability, and the Melbourne Declaration. The report highlights that the
“central aim is to teach critical, creative and caring thinking” (Buranda, 2011, p. 4). At
Buranda, Scholl worked closely with Cam to establish ways of improving the
questioning techniques presented by students.

Cam (2006) observed that throughout the Community of Inquiry, students
sometimes stumbled in formulating questioning techniques, or struggled to organise
their thoughts during the dialogue itself. Cam stated that “the problem is that all too
commonly students ask questions that are not very deep and do not readily lead to the
kind of discussion that is desired” (p. 32). This observation led him to develop the
Question Quadrant. Adopting the Question Quadrant as a preceding pedagogy to the
Community of Inquiry, Cam explains that it “almost immediately improves the quality
of their questions and thereby provides a much more productive basis for discussion”
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(p. 32). The process of the Question Quadrant begins with a provocation or stimulus.
Provocations can encompass a variety of materials such as a piece of artwork,
literature, or film. The class collectively analyse the provocation and each student
notes down questions in response to the subject. Students share their questions with
the class before embarking on the introduction to the Question Quadrant. The Question
Quadrant is a tool that permits students to organise their questions. The researcher
refers to the tool anecdotally as a pedagogy and is aware of the distinctions in
terminology. Figure One is a representation of the Question Quadrant:
Figure 1. Cam’s (2006) Question Quadrant.

Students suggest a place for their question in turn within the quadrant and give reasons
for their suggestion. Other students can provide alternative suggestions for the
categorisation of the question and together they decide on the best fit within the
quadrant for each question. For example, using the closed question, “What type of bird
lays blue speckled eggs?”, a student could choose the ‘Ask an expert’ section of the
quadrant as the best fit for the question. Simply because, when consulting an expert
about the type of bird that lays blue speckled eggs, they could know, consequently
answering the question. However, if the question generated was using the Dr Seuss,
Green Eggs and Ham text (Seuss, 1960), a better fit for the question would be the

52

‘Questions about the text’ section. While this question is only an example, students
had to select the quadrant they think is the best for their own question. The process of
deciding where to put the question involves dialogue to ensure all members of the
community agree on the most appropriate section of the quadrant.

Similarly, using a question generated from the provocation nursery rhyme The
Old Lady that Lived in a Shoe (Gliori, 1895), an open question that is linked to the
text, may be “Why did the old lady not have any bread to give her ‘many children’?”
A question generated that is an open, general question, may be, “How has the public
housing system effected people’s living conditions?” The two closed sections typically
house questions that are closely related to the text, and upon re-reading the text, an
answer could be sought, or questions where an expert could be consulted to answer the
question. For example, using the same provocation nursery rhyme, a question that is
closely related to the text, may be, “What did the old lady feed her ‘many children’?”
A question requiring an expert may be, “How do you make broth?” With Cam’s use
of Winnie the Pooh as a provocation text, sample questions appear in Figure Two.
Figure 2. Cam’s (2006) Question Quadrant using Winnie the Pooh.
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The purpose of the quadrant is to help organise the students’ questions before the
Community of Inquiry, resulting in a more sophisticated and appropriate inquiry taking
place. Cam (2006) suggests that,

We will need to do such things as: clarify what we are saying, give,
and evaluate reasons, examine assumptions, draw relevant
inferences, make necessary distinctions and connections, examine
concepts, and appeal to appropriate criteria. In short, in order to
address these final two questions, we will need to engage in
intellectual inquiry. (p. 34)
The ‘final two questions’ that Cam refers to encompass the ‘Questions about real life’
section of the quadrant. The ‘Questions about real life’ section provides the most scope
for discussion and enables the students involved to embark on a Community of Inquiry
considering one of the questions posed. In an academic setting, the facilitator would
read each question systematically from the ‘Questions about real life’ section of the
quadrant for students to categorise each question. Students extract key concepts from
the general references of the questions and vote on the topic they personally find most
interesting. With one concept established, students arrange the questions relating to
that concept and vote again for their question of choice. The question with the most
votes becomes the focus point for the Community of Inquiry.

The proposed pedagogy for this research project is an integration of the
Question Quadrant and Community of Inquiry technique. The integrated pedagogy
seeks to understand whether the students who engage in philosophical inquiry through
this technique can develop critical thinking skills, creative thinking skills, and become
more confident learners.

2.5 Integrated Pedagogies
The integrated pedagogy of the Question Quadrant and Community of Inquiry
can encourage the exhibition of attributes associated with critical thinking, creative
thinking, and students to perceive the contribution of philosophical inquiry to assist
them in becoming more confident learners in several ways (Cam, 2006; Lipman, 2003;
Oral, 2013). Firstly, some provocations can encourage a higher quantity of closed
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questions from some students. To create a question that encourages discussion some
questions are modifiable from a closed question to an open one. For example, using
the question, “Who is dressed more warmly, Pooh or Piglet?” The question belongs in
the ‘Closed’, ‘Ask an expert’ section of the Question Quadrant. It is possible to change
the question to, “Why do people wear clothes?” The shift in context with the question
enables a more dialogically appropriate question and relies on a creative thought to
achieve the altered direction of the original question. Students who engage in the
integrated pedagogy can exhibit both critical thinking and creative thinking through
the Question Quadrant and Community of Inquiry activity.

Secondly, during the Question Quadrant activity, students can generate their
questions and nominate the most appropriate section for the placement of their
question. It may be the case that occasionally, other participating students do not agree
on the location of the original question and offer justifications for an alternative section
of the quadrant. To either enable students to agree on one section, or for the student
who generated the question to feel satisfied on his or her section selection, students
may exercise their creative thinking skills to offer alternative ideas in support of their
original decision. Similarly, throughout the Community of Inquiry, the question
nominated for discussion is open and often contains a problem or quandary for
example, “What is the meaning of life?” Throughout the Community of Inquiry,
students construct alternative ideas or solutions for the quandary (F. Haynes, 1997, p.
5). Often these ideas create more problems or predicaments that require attention, and
so the dialogue continues. Students may exercise their creative thinking skills by
considering differing paths to take through the dialogue and attempt to reach a mutual
endpoint. While the same end is perhaps not always achievable, the process is the key
(Sharp, 1987).

Thirdly, throughout the Community of Inquiry some students may challenge
others’ viewpoints or raise controversial points of discussion. Mirroring Socrates,
students can exhibit attributes associated with creative thinking skills by generating
rebuttals for the opposing ideas. As Boele (1997) states,

In order to avoid that striving for consensus ends up in compromise,
there is a rule that encourages participants to express doubts. Even
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when nearly everyone in the group has reached an understanding on
a certain point and only one participant is still bothered with a ‘yes,
but…’, he will get room for this doubt. This is not a matter of
sportsmanship (‘let him have his say as well’), but touches the heart
of the Socratic method. (p. 54)
Some students may share the same viewpoint on a topic yet differ in the delivery of
their ideas. Enabling a sense of individuality for students to exhibit their critical
thinking, and creative thinking in their own way can also encourage them to become
more confident learners.

Lastly, a Community of Inquiry enables students to engage in philosophical
inquiry about the question chosen, critically analyse the ideas discussed, creatively
search for alternative solutions to any problems that arise, and search for meaning
throughout the inquiry. In turn, the students may hopefully become more confident
learners. By establishing a community such as the Community of Inquiry within the
context of a Philosophy Club session, students also learn how to contribute within a
democratic environment. Students can debate where the question goes within the
Question Quadrant and can often change the location of the question by putting the
question in a different section than initially anticipated. Similarly, students vote upon
a concept drawn from the questions and vote again for a focus question in preparation
for the Community of Inquiry. Dewey (1956) considered educational institutions
responsible for delivering more than a set curriculum and the ability to live in racial
harmony, but also capable of the development of compassionate traits necessary for
democracy. He asks,

What are our schools doing to cultivate not merely passive
toleration that will put up with people of different racial birth or
different colour skin, but what are our schools doing positively and
aggressively and constructively to cultivate understanding and
goodwill which are essential to a democratic society? (p. 42)
As students democratically choose the concepts and questions for the focus point of
the Community of Inquiry, they may begin to understand how to engage with material
for a mutual use. Once the Community of Inquiry is underway, the students have the
opportunity to practise these skills by taking turns to share their ideas, building on each
other’s points of view and begin to develop ways if respectfully disagreeing with
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others’ contributions. The Community of Inquiry enables students to exercise their
critical thinking, and creative thinking skills by engaging in dialogue to more fully
understand the ideas presented from the question chosen.

2.6 Chapter Summary
In summary, the chapter outlines the context of the research project. The
context literature outlines the development of the Community of Inquiry from Socratic
Questioning and the origins of the Question Quadrant in helping students to organise
their thoughts and questions. The chapter presents reasons for the integration of the
Question Quadrant and Community of Inquiry as one pedagogy. Several reasons
outline the justification for integrating the Question Quadrant and Community of
Inquiry, namely; modifying questions, finding solutions to a quandary, working
through controversial viewpoints, and establishing a community to engage in
democratic learning. The relevant academic literature in relation to the research project
is presented in the next chapter, alongside research projects that are currently taking
place in support of philosophical inquiry and the integrated pedagogy.
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Chapter Three: Literature Review
This chapter reviews the current literature surrounding aims of the research
project and the implications for their inclusion. The aims are, to investigate the extent
to which philosophical inquiry can encourage the exhibition of attributes associated
with firstly, the critical thinking capability; and secondly, the creative thinking
capability. The third aim, is to investigate how students perceive the contribution of
philosophical inquiry through an integrated pedagogy can assist them to become more
confident learners.

Chapter Two documented background literature on the unique characteristics
that critical thinkers exhibit, and that creative thinking entails. Chapter Two also
documented the justification for the integration of Cam’s (2006) Question Quadrant
and Lipman’s (2003) Community of Inquiry. In line with the three research questions,
this chapter explores the current literature on critical thinking, creative thinking, and
confident learners through philosophical inquiry internationally, nationally, and within
Western Australian secondary schools.

The literature presents terminology used in the articulation of the skills, and
way in which the skills can be developed through philosophical inquiry. The literature
review also presents ways in which the creative thinking skill can be developed
through philosophical inquiry in schools internationally, nationally, and locally. The
literature documents the academic contributions and studies conducted in the field and
ways in which the integrated pedagogies of Cam’s (2006) Question Quadrant and
Lipman’s (2003) Community of Inquiry can develop both critical thinking and creative
thinking skills, and ways in which students who engage in philosophical inquiry
through an integrated pedagogy become more confident learners. The overview of the
literature review is provided in Table 3.1.
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Table 3.1
Overview of Chapter Three: Literature Review.
Sub-heading
3.1
Critical thinking skills and their development in schools
3.2

Creative thinking skills through philosophical inquiry and their development
in schools

3.3

Engaging with philosophical inquiry to become more confident learners

3.4

Chapter Summary

3.1 Critical thinking skills and their development in schools
The application of critical thinking has received a vast amount of academic
attention internationally (Daniel & Auriac, 2013; Ennis, 2011; R. Fisher, 2006; Harrell,
2011; Hunter, 1991; Lipman, 1988; McPeck, 2017; Siegel, 1988), nationally (Burgh
& Thornton, 2016; Cam, 2006; Golding, 2009; Peterson & Bentley, 2015; Splitter &
Sharp, 1995) and, locally (F. Haynes, 1987; Pemberton District High School, 2017).
The main distinctions in the literature are between critical thinking as a skill set and
the nature of a critical thinker. Here, the focus lies on the academic literature provided
on the development of critical thinking as a skill set.

The terminology of a critical thinker appears to vary within the current
academic literature. Post-1970s American thinkers such as Richard Ennis, Richard
Paul, John McPeck, and Harvey Siegel attempted to define the meaning and place of
critical thinking within the education system. Some of the descriptors used to define
critical thinking include Ennis’, “the correct assessing of statements” (Ennis, 1993, p.
180). Paul’s analysis in terms of “the ability and disposition to critically evaluate
beliefs” (Paul, 1990), McPeck’s “reflective scepticism” (McPeck, 2017, p. 7), Siegel’s,
“thinking performed by those who are appropriately moved by reasons” (Siegel, 1988,
p. 23), or Beyer’s, “making reasoned judgements by logical thinking, and determining
the degree to which thinking meets a standard, a rule or other criteria” (Beyer, 1995,
p. 8). More recently, Ennis (2011) described critical thinking as “reasonable and
reflective thinking focused on deciding what to believe or do” (Ennis, 2011, p. 1). Due
to the inclusion of terms such as ‘reflective’, ‘performed’ and ‘judgement’, the

59

similarities between these descriptors present the notion of critical thinking as a
practical method of gaining knowledge.

In his Nicomachean Ethics (1999), Aristotle highlighted that such knowledge
was part of rational thinking called phronesis (wisdom). This type of knowledge was
compared to episteme (scientific knowledge), and techne (skills and crafts). As R.
Fisher (2010) states, “a thinking skill is a practical ability to think in ways that are
judged to be more of less effective or skilled. Thinking skills are the habits of
intelligent behaviour learned through practice” (p. 72). As phronesis is considered a
form of knowledge that is distinguished from epistemological or technical knowledge,
the development of which requires practise that does not constitute the form of the
associated knowledge (Fordham, 2016). For the skill of critical thinking to be capable
of successful development, student must actively do it (Daniel & Auriac, 2013) to
reach a desired outcome and practise aids development.

John Dewey contributed to the field of critical thought through a call for
schools to establish a forum for analytic awareness. Dewey (1956) suggested, “war
propaganda and the situation in Hilterlized Germany have proved that unless the
schools create a popular intelligence that is critically discriminating, there is no limit
to the prejudices and inflamed emotion that will result” (p. 82). Dewey recognised the
need for schools to be delivering a sense of education that was academically critical.
In line with this notion, Davey Chesters (2012) explained that education is generally
focussed on students obtaining a basic skill set, rather than the development of thinking
skills (p. 113), and their exercise across all levels of schooling. Establishing an
education system that focuses on the development of thinking, as Davey Chesters
suggests, can influence students’ base level ability throughout their schooling lives and
into adulthood.

Developing a skill set was not the only focus Dewey (1916) considered schools
to be lacking. He recognised students appeared to be mere passengers in the education
system suggesting that they focus on the conventions of the school system and not the
learning areas they are presented with:
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The thinking thus evoked is artificially one-sided at best. At its
worst, the problem of the pupil is not how to meet the requirements
of school life, but how to seem to meet them – or, how to come near
enough to meeting them to slide along without an undue amount of
friction. The type of judgement formed by these devices is not a
desirable addition to character. (p. 93)
Dewey implies that students lack encouragement to engage in learning at schools.
Rather, they appear to engage but do not satisfy the demands of the curriculum or
develop the necessary character traits associated with successful learning. The
‘addition to character’ that Dewey denotes may mirror those of ACARA’s (2009)
critical and creative thinking capability and the Melbourne Declaration (2008). Both
the capability and the declaration desire students to not only develop the necessary
skills to carry them from their educational institutions to adulthood, but also to evolve
the appropriate character traits that reflect well-rounded citizens.

The Organisation for Economic Co-operation and Development (OECD)
established a Programme for International Student Assessment (PISA) which
investigated students “sense of belonging and participation at school” considering
them to be “two of the most important measures of student engagement” (Wilms, 2003,
p. 9). The programme found that students’ ‘sense of belonging’ was based on “their
personal feelings about being accepted by their peers and whether or not they felt
lonely, ‘like an outsider’ or ‘out of place’” (Wilms, 2003, p. 18). Students who feel
comfortable in their surroundings and accepted by their peers can achieve a sense of
belonging, and engage more fully at school. For schools to encourage students to
engage in their learning, an activity that encourages a sense of community to enable
students to feel as though they belong, may be required.

The Philosophical Ethics in Early Childhood (PEECh) programme in the
United States of America focussed on enhancing and developing knowledge of
preschool children’s (ages 3-5) ethical understanding. The study investigated how
effective philosophical inquiry using children’s literature and extension activities was,
for fostering ethical development in early childhood (Burroughs & Tuncdemir, 2017,
p. 74). The methodology aimed at investigating the “inclusion and exclusion of peers”
(p. 90) and found that a student aged four, “showed increasing inclusion behaviours
and participated more actively in group activities following PEECh sessions” (p. 91).
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Building a sense of community in the way philosophical discussion may do, can
influence students as young as four years of age.
Burroughs and Tuncdemir (2017) suggest that there is “substantial evidence
showing that participation in a Community of Inquiry (over the course of weeks to
months) can have a positive impact on the development of critical thinking” in children
(p. 77). As noted by Siegel (1988), one of the terms within critical thinking is
developing the ability to reason, specifically the assessment of reasoning. Siegel
(1990) posed the question, “must thinking be critical to be critical thinking?” He argues
that critical thinking, and rational thinking both involve the assessment of reasoning.
Siegel states that “reason assessment is a central component, indeed a necessary
condition, of critical thinking; where there is no competent reason assessment, there is
no critical thinking” (p. 455). Reasoning as a necessary condition and cognitive
process looks for reasons for beliefs, conclusions, actions, and feelings (Davey
Chesters, 2012, p. 119). Deemed central to critical thinking, the assessment of reasons,
through the analysis of premises and inferences enables the achievement of a
conclusive end.

Within the context of a philosophical dialogue, critical thinking as a practical
process entails a plethora of different terms. For example, ACARA’s (2013)
description of critical thinking as well as other terms such as, “questioning,
conceptualising, evaluating” (Daniel & Auriac, 2013, p. 421), “problem-solving”
(Alston, 1995, p. 225), “evidence, logical consistency and contradiction, analysis,
reflection, value judgements and criticality” (Leicester, 2009, p. xi). These terms
construct the necessary attributes of critical thinking as a skill. Golding (2011)
suggests critical thinking can lay within a dialogue to achieve a desired outcome, such
as, “initiating, suggesting, elaborating, evaluating, and concluding” (p. 362). These
terms all become active through the practice of Cam’s (2006) Question Quadrant
activity which then prepares students for a functional dialogue based on one focus
question in the Community of Inquiry.

Posing or generating a question is commonplace for a teacher within a learning
environment. The production of answers is commonplace for a learner within a
schooling environment (Dillon, 1990). As Dillon (1990) suggests, “with no help from
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Socrates, children everywhere are schooled to become masters at answering questions
and to remain novices at asking them” (p. 7). Students who have gaps within their
knowledge and who lack the opportunity to bridge those gaps can remain with
scattered pockets of information. Encouraging students to ask questions that tie
individual pieces of knowledge together, can enable a deeper sense of understanding
by fusing the differing elements. For example, when a child is faced with a problem
or missing elements in their knowledge, they ask a question which provides targeted
information to bridge the gap (Chouinard, Harrison & Maratsos, 2007, p. vii). Asking
questions in this way enables students to gain the information they require, constituting
an efficient mechanism for cognitive development. (Chouinard, Harrison & Maratsos,
2007, p. vii). Developing ways to generate questions relating to a provocation may
enable students to exercise their natural inquisition, while collaboratively practising
their critical thinking skills.
The notion of Cam’s (2006) Question Quadrant was developed in Brisbane,
Australia and provides a domain to exercise critical thinking using a topic that is
meaningful to students. The ability to reason effectively and efficiently to arrive at a
definite conclusion is one of the skills presented within the sphere of critical thinking
and a process within the Question Quadrant activity. Cam (2006) noted that by using
the Question Quadrant, students began to think “critically about the distinctions other
people draw, and to be more attentive to the need to make distinctions with care” (p.
49). Particularly for young children, making distinctions or learning the process of
conceptualisation can be unfamiliar. Cam (2016) states that “to teach thinking, we need
to be familiar with the operations involved, beginning with their most basic forms” (p.
7). The basic forms or terms that Cam (2016) refers to are “reasoning, justification and
inference”, “justifying beliefs and opinions”, “giving reasons and drawing
conclusions”, “conceptualisation, classification, and division” (p. 8). Educational
activities that lend themselves to the development of these skills can be ones that
involve addressing scenarios that would help in separating, for example, facts from
opinions. Through the process of making distinctions by conceptualising elements,
students rely on their reasoning skills to establish justifications for their thoughts
supporting each case. Critical thinking activities such as ‘making distinctions’ provide
students with access to exhibit attributes associated with thinking skills and lays at the
heart of the research project.
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The inclusion of the Question Quadrant as a pedagogy was the focus point for
one research project in Queensland, Australia. Scholl (2010) incorporated the Question
Quadrant into her analysis of how effective the delivery of philosophy was in
improving teaching methods (Scholl, 2014). Scholl saw the benefit of the Question
Quadrant by observing that “students begin to develop a metacognitive understanding
by forming, understanding, and answering questions. Insisting students use the word
‘because’ to articulate their reason/s is useful to begin dialogue about questions and
their purposes” (Scholl, 2010, p. 5). The nature of justifying where a certain question
belongs within the quadrant, mirrors the point Cam (2006) was making and supported
the use of the quadrant in the practice of critical thinking techniques. Cam’s (2006)
notion of the Question Quadrant provided a domain within which students can ask
such questions. The process of generating questions may hone critical thinking skills
relating to a topic that is meaningful to students.

Providing students with the opportunity to independently develop the
understanding of how they not only can think for themselves but the way in which
they do think for themselves may encourage more synthesised learning. As Brown
(cited in Wilks, 2004) explains:

The future belongs to young people who know how to create and
participate in learning communities; who know where knowledge is,
how to get it, how to think about it and how to use it. They are the
ones who will be able to take the greatest advantage of whatever
opportunities an unpredictable and rapidly changing world throw
their way. The best way to expose students to the Information Age
is to place them right in the middle of it. (p. 24)
To prepare students for the world in which they will live post-schooling, a motivation
to think independently may arise. Perhaps the current culture within and similarly
outside of educational institutions correlates to the motivation to think independently.
As Dillon (1990) observes,

It is against the law for witnesses to ask questions in the courtroom.
Students and witnesses do not ask questions, and neither do patients
in medical clinics, clients in psychotherapy, suspects under
interrogation, interviewees in news broadcasts, or respondents in
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opinion polls. So too with children and other subordinates in school
and out. They must all communicate through answer. Someone else
will ask the question. (p. 7)
Should students only ever need to give answers, regardless of the question, their
motivation and inclination to become active learners and engage with subject matter
may diminish.

Dillon (1990) claims that teachers who adopt the method of recitation
questioning with the intention of encouraging discussion, achieve the opposite effect
(p. 14). Furthermore, he suggests that “one of the obvious alternatives is to use the
students’ questions. These lead surely to learning” (Dillon, 1990, p. 15). The integrated
pedagogy of the Question Quadrant and Community of Inquiry activities require a
critical demeanour of students because, for the generation of questions, an independent
critique of the provocation must occur. In isolation, the Question Quadrant not only
requires students to critically engage with the material at hand, but “almost
immediately improves the quality of their questions and thereby provides a much more
productive basis for discussion” (Cam, 2006, p. 32). Providing students with an
activity that demands a critical perspective to generate questions, may in turn, aid their
thinking abilities. Unfortunately, the current place for Cam’s (2006) Question
Quadrant seems confined to primary learning environments (Cam, Fynes-Clinton,
Harrison, Hinton, Scholl & Vaseo, 2007; Scholl, 2010). The assumption is that
secondary school aged students can generate questions already fit for discussion.
Should students not have encountered any kind of philosophical inquiry before, it
seems unlikely that they would be intuitively skilled at creating such deep and leading
questions adequate for this type of discussion. This research project explores whether
and how lower secondary school students engage in philosophical inquiry and can pose
questions through the use of the Question Quadrant. In turn, students may generate
questions that are adequate for discussion throughout a Community of Inquiry while
exercising their critical thinking skills to assist them in becoming more confident
learners.

Encouraging students to not only generate their own questions but to go further
in using them within an activity such as the Question Quadrant and subsequent
Community of Inquiry, may allow students to gain ownership of their work (Cam,
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2006; Dillon, 1990). In doing so, their confidence may grow within the community as
they are at the centre of their own learning (Wilks, 2004). The Question Quadrant
activity can enable students to develop questioning techniques, learn how to modify
questions, how to categorise questions, and construct areas for discussion.

On return to Australia after having met Lipman while on sabbatical in the
United States of America, Laurence Splitter, together with Ann Margaret Sharp
(Splitter & Sharp, 1995) introduced Lipman’s Philosophy for Children (P4C) to the
Australian curriculum. Through the University of Wollongong, Splitter and Sharp
began to deliver a week-long intensive teacher training session. Following the success
of the teacher-training course (Splitter & Sharp, 1995), Splitter and others set up the
Australian Institute of Philosophy for Children (AIPC). Splitter then joined the
Australian Council for Education Research (ACER) and recommended Lipman’s
concept of P4C to the Australian Curriculum. The ACER has now produced an
association that primarily deals with the implementation and development of
philosophical inquiry in secondary schools. The Federation of Australasian Philosophy
in Schools Association (FAPSA) holds an annual conference and encourages the State
associations such as the Australian Philosophy in Schools in Western Australia (APIS)
to deliver workshops, conferences and competitions aimed at gaining interest and
promoting the academic benefits of learning through philosophical inquiry (FAPSA,
2011a). Through FAPSA, philosophy has gained recognition as an independent
academic subject for secondary school students to study at the Western Australian
Certificate of Education (WACE) level and enrolled its first students into the course
in 2008 (Millett & Tapper, 2014). Several schools across Western Australia have also
undertaken an elective philosophy class in Years Nine and Ten, designed to prepare
students for WACE level study.

Through ACER, Splitter worked closely with Cam to develop an integrated
pedagogy that combined Cam’s (2006) Question Quadrant activity with Lipman’s
(2003) Community of Inquiry technique. While FAPSA continues to deliver training
sessions to teachers and philosophers across Australasia, minimal research exists on
the use of the integrated pedagogy (Scholl, 2014). The intention is for this research
project to fill a gap in the literature by exploring the use of the Question Quadrant and
Community of Inquiry technique in a lower secondary school environment. The
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Community of Inquiry put simply is “people sitting in a small circle and deliberating
together” (Kennedy, 2012, p. 41) on philosophical or ethical issues raised, and
discussed. Adopting the Socratic method to provide a symposium for academic
purpose pays tribute to Dewey’s observations and follows in Lipman’s footsteps.
The success of Lipman’s P4C pedagogy encouraged the establishment of
critical thinking courses internationally. The delivery of the Advanced Subsidiary
Level and Advanced (AS/A) Level Critical Thinking course occurs in some secondary
schools in the United Kingdom (Oxford, Cambridge, and Royal Society of Arts
[OCR], 2014). The course caters for students aged 17 to 18 years and differs from the
Philosophy and Ethics Western Certificate of Education (WACE) programme in so
much as it does not analyse any content based philosophy. The Critical Thinking
course is exactly that, “a skills-based rather than content based A Level. It develops
the ability to interpret, analyse and evaluate ideas and argument and can support
thinking skills in all subject areas, from arts and humanities to science” (OCR, 2014,
para. 1). The purpose of the Critical Thinking course was to equip students with the
necessary skills that will enhance other learning areas at this level (OCR, 2014, p. 4).
In a similar fashion, the research project aims to investigate the exhibition of attributes
associated with the development of critical thinking as a skill set by engaging with an
integrated pedagogy applicable to all learning areas in Western Australian Secondary
Schools.

The Critical Thinking course in the United Kingdom acts as a complementary
but non-compulsory addition to the Religious Studies A Level offered in many
secondary schools across the country (OCR, 2017). The Religious Studies course aims
to “explore philosophy of religion and religion and ethics” (para. 2). The philosophy
of religion component to the Religious Studies course embodies “ancient philosophical
influences” (OCR, 2017, p. 4). While the religion and ethics component deals with
“normative ethical theories, ethical language and thought, debates surrounding the
significant idea of conscience” (OCR, 2017, p. 4). The course material addresses the
overall objectives for each student which suggests the development of “their skills of
critical analysis” (p. 2), “the opportunity for learners to apply their knowledge and
skills to contemporary issues” (p. 3), and “an emphasis on enabling learners to respond
critically, equipping them with analytical skills readily transferable to other subjects”
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(p. 3). The Religious Studies A Level shares some similarities with the Critical
Thinking course in terms of base skill development, yet uses the context of religion,
philosophy and ethics within which to further develop the intended skills. The Critical
Thinking and Religious Studies courses offer a platform for students to exercise and
develop their critical thinking skills as standalone courses in the UK.

Comparable to the Critical Thinking and Religious Studies course in the UK,
some schools worldwide deliver the International Baccalaureate (IB) programme. The
IB offers an education comprising of four programmes that focus on students to think
critically and independently (International Baccalaureate, 2014). One of the
programmes offers a Theory of Knowledge diploma (International Baccalaureate,
2014). The Theory of Knowledge diploma offered to students aged between 16 – 19,
who attend IB schools worldwide. The IB course offers students the opportunity to
“reflect critically on diverse ways of knowing and on areas of knowledge”
(International Baccalaureate, 2014, para. 3). The course prompts students to “be aware
of themselves as thinkers” (International Baccalaureate, 2014, para. 4). The function
of the IB is to ensure that attending students gain qualifications that are applicable
internationally, maintaining a sense of continuity for an avenue of philosophical
inquiry available to students.

The University of Montclair in New Jersey, publishes curriculum materials in
Philosophy for Children for use with students aged five to 18. “The curriculum is
designed to engage students in exploring the philosophical dimensions of their
experience, with particular attention to logical, ethical and aesthetic dimensions”
(Montclair State University, 2003, para. 1). The curriculum produces manuals that
teachers use within the context of an inquiry session, and are “indispensable for
conducting dialogical inquiry” (Montclair State University, 2003, para. 2). Montclair
State University also runs seminars and conferences for teachers who are interested in
developing their skills in the delivery of inquiry sessions, which span the globe
(Montclair State University, 2018).

In Australia, Millett and Tapper (2012), amongst others, contributed to the
Philosophy and Ethics WACE curriculum documentation and worked tirelessly for its
implementation on the Australian Curriculum. Since 2008, they have collaboratively
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influenced the growth of the subject in WA schools along with Dr Ray Driehuis who
developed the recent curriculum. Millett and Tapper view that “it is clear from [the]
evidence that philosophy is a discipline that enriches and improves the effectiveness
of the school curriculum, while also providing important social benefits in the lives of
students and schools” (p. 1). The evidence stems from a 2009 United Nations
Educational, Scientific and Cultural Organisation (UNESCO) report. The report states
that “the teaching of philosophy is undeniably one of the keystones of a quality
education for all. It contributes to open the mind, to build critical reflection and
independent thinking, which constitute a defence against all forms of manipulation,
obscurantism and exclusion” (United Nations Educational, Scientific and Cultural
Organisation, 2009, p. 10). Millet and Tapper also suggest “collaborative
philosophical inquiry is a pedagogy which — the literature shows — brings improved
reading, writing, maths, science and problem-solving skills” (p. 14). Again, they based
their claim on the same UNESCO (2009) report which states that “without language,
there is no thought. Only with strong, well-developed language skills—listening,
speaking, writing and reading—will students be well prepared to participate in the
world around them” (p. 54). The report also states that the “teaching of philosophy in
elementary and secondary schools should help to fill an important gap which currently
exists in the curriculum” (p. 54). Philosophical inquiry is a practical endeavour that
can be exercised through the integrated pedagogy as a cross-curricular technique and
perhaps should not simply be left to the confines of one or indeed, the four learning
areas as ACARA suggests (2009).

As a co-curricular endeavour, several competitions that encourage the
development of critical thinking skills currently operate within some Western
Australian schools. Firstly, from the United States of America is the Intercollegiate
Ethics Bowl. Secondly, begun in Western Australia, is the Philosothon. Designed to
encourage the exhibition of critical thinking skills through a debate style format, the
Intercollegiate Ethics Bowl “is a team competition that combines the excitement and
fun of a competitive tournament with an innovative approach to education in practical
and professional ethics for undergraduate students” (Association for Practical and
Professional Ethics, 2017, para. 1). The Intercollegiate Ethics Bowl operates in several
secondary schools across Western Australia and students have competed against
schools in the USA and Victoria mimicking the American format.
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Originating in Western Australia, the Philosothon is the brain child of Leanne
Rucks and Matthew Wills and described as,

An event that encourages school students to investigate ethical and
other philosophical questions in the context of ‘communities of
inquiry’. Participating in the event helps students to develop higher
order thinking and communication skills through a series of
discussions with students from other schools. (FAPSA, 2011b, para.
1)
FAPSA go on to state that “it also develops skills in inquiry-based learning, ethical
reasoning, higher-order reflective thinking and a search for meaning through dialogue
and open questions and contestable concepts” (FAPSA, 2011b, para. 1). The
competition, aimed at secondary school students, is open to students who do not study
any form of philosophical inquiry in their school. The requirements for schools that do
not run either Philosophy and Ethics at WACE level, or a philosophy elective is to
establish a Philosophy Club. Through the Philosophy Club, students can prepare for
the competition and present a team from their schools for the event. The hope in these
cases is that enough students are willing to participate, encouraging the addition of
some form of philosophical inquiry to the school curriculum. Despite the competitive
nature to the events, students gain opportunities to socialise with students of different
ages, from different schools and in the case of the Philosothon, and Ethics Bowl,
different States, or indeed countries. With competitions such as these being voluntary
for students, those who participate, among like-minded peers may continue to pursue
studying philosophical inquiry at secondary or tertiary level. There is a lack of research
into FAPSA’s claims as to whether students who compete in the Philosothon go on to
develop higher order thinking skills. Therefore, the research project aims to fill a gap
in the research by exploring whether the establishment of a Philosophy Club
environment can encourage the exhibition of attributes associated with critical
thinking skills, creative thinking skills, and whether lower secondary school students
perceive the contribution of philosophical inquiry through an integrated pedagogy can
assist them to become more confident learners.
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3.2 Creative Thinking skills through philosophical inquiry and their
development in schools
Contributions to the field of academic literature on creative thinking are
evolving. Within the current body of academic literature, the notion of creativity and
creative thinking skills are referred to interchangeably. A growing range of studies
have been completed on the development of creative thinking skills through
philosophical inquiry. Some literature presents work on creativity (Cremin, 2006;
Runco, 2004), while others express ideas surrounding creative thinking skills (Cox,
2012; de Bono, 1982; Gibson, 2005; Torrance, 1993). The research project aims to
address a gap in the literature on creative thinking skills as opposed to creativity
because the focus of the project centres on ACARA’s ‘critical and creative thinking’
capability; therefore, centreing on a skill base.

Internationally, Cox (2012); de Bono (1982); Gibson (2005) and, Torrance
(1993) note several terms attributed to creative thinking such as, “the evolution of
original ideas” (Cox, 2012, p. 10), “bringing into being something that was not there
before” (de Bono, 1992, p. 3), having an “imaginative activity fashioned so as to
produce outcomes that are both original and of value” (Gibson, 2005, p. 156) and, “the
process of sensing difficulties, problems, gaps in information” (Torrance, 1993, p.
233). As mentioned in Chapter Two, de Bono (1985) developed a pedagogy that
presented ‘Six Thinking Hats’ for students to use in differing learning areas. The green
hat “is the creative hat” (p. 115). “Under the green hat, you are permitted to put forward
‘possibilities’” (p. 116). ACARA (2009) also suggest the notion of ‘possibilities’ under
the creative thinking capability enabling students to discover possibilities as they
exhibit their creative thinking skills.

Lipman (1995) saw creative thinking as focusing on invention through
scientific inquiry, and arts and crafts. In these areas, students were to engage in
discovery through perception and exploration. For Lipman, terms that indicated
creative thinking included “imaginative”, “inventive”, “intuiting”, “wondering”,
“generating”, and “speculating” amongst several others (Davey Chesters, 2012;
Lipman, 1995). As R. Fisher (2013) explained, “children are naturally disposed to
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wonder and think about ideas in ways that many adults may have long since forgotten”
(p. 37). Lipman and Sharp (1978) initiated the notion of wonder for primary school
aged children commenting,

If philosophy is seen to represent the natural fulfilment and
culmination of childhood curiosity and wonder, of childhood
speculation about the nature of things, and of childhood concern for
truth about reality, then nothing could be more in-keeping with
children’s own intellectual dispositions than philosophical activities.
(p. 7)
They proposed that the innate nature of philosophical inquiry was to encourage
students to explore the concept of wonder where through the collaborative dialogue,
the sense of wonder becomes a reality. By providing opportunities for students in the
primary school stages of their learning, philosophical inquiry can take advantage of
their innate sense of wonder while exhibiting creative and indeed critical thinking
skills.

During a philosophical inquiry session, Communities of Inquiry rely heavily
on listening skills for students to progress through the varied areas that can arise from
any given provocation (Cam, 2006). The expectation is for students to listen to
contributions from their peers and respond accordingly, enabling the development of
their listening skills. However, mention of listening skills does not appear within
ACARA’s description of the critical and creative thinking capability. During the
Community of Inquiry, students may make the distinction between whether they
would like to build on a previous point or embark on a new avenue of discussion. Slade
(1991) states that “creative listening in this sense would involve listening for what has
not been said, what perhaps could never be said, and engaging the concerns of the
interlocutor” (p. 32). Developing skills in listening carefully enables students to make
these distinctions with ease, encouraging a fluid and continually progressive dialogue.

For students to develop the necessary skills at honing their ability to listen
creatively and engage in progressive dialogue, teachers require the necessary skills to
be able to pass these skills to their students. In the week-long intensive training
sessions to teachers delivered by Splitter and Sharp (Millett & Tapper, 2014) Lipman’s
(1974) Harry Stottlemeier’s Discovery, was featured as a base provocation for teachers
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to progress through, and establish concepts and questions for the collaborative
Community of Inquiry. Lipman, among others (Dawes, Mercer, & Wegerif, 2000; R.
Fisher, 2006; Lipman, 1974, 1976, 1982; Lipman & Smith, 1981; Matthews, 1984)
wrote several children’s books specifically designed as provocations for philosophical
discussions of this manner. Lipman created each book targeted at a certain Year level
and developed teaching manuals that guided teachers through the necessary aims and
objectives for each Community of Inquiry (Lipman, 1975). Following Lipman, Cam
also wrote a selection of stories used for a similar purpose (Cam, 2011; 2015). Lipman
and Cam have written stories specifically devised to extract philosophical questions
from the students who read them. While Bruner (1987) states, “so, ‘great’ storytelling,
inevitably, is about compelling human plights that are ‘accessible’ to readers” (p. 35),
he goes on to say,

Yet, there is something more than assimilating strange tales into the
familiar dramas of our own lives, even more than transmuting our
own dramas in the process. It is not just strange tales and familiar
dramas that are implicated, but something at a level of interpretation
beyond story. Is it that form of timeless meaning which the story
‘contains’ or instantiates though it is not ‘in the story’: it is the gist,
the plight, perhaps what the Russian Formalists called the fabula.
(Bruner, 1987, p. 36)
Bruner (1987) proposes that any story can initiate a connection between a narrative
and a ‘familiar drama’ from which children can generate questions in preparation for
a philosophical discussion. Cam et al. (2007) created a handbook for teachers to use
stories that some children may be familiar with; for example, The Very Hungry
Caterpillar (Carle, 1994) or Where the Wild Things Are (Sendak, 2013). While the
stories may be familiar to the students, the ideas they develop may vary from the
familiarity of the story. J. Haynes (2002) suggests that “an open-minded attitude is one
that never takes anything for granted and continuously questions assumptions” (p. 37).
J. Haynes (2002) suggests that within the realm of developing critical thinking, as
some students are not skills in being critical “in the full sense of the word” (p. 36),
they may require a sense of “provocation” (p. 36). This notion of ‘provocation’
“acknowledges both the emotional dimensions of critical thinking and the problem of
translating belief into action” (p. 36). It may be the case that some students require
stories specifically designed to trigger creative or critical thinking, to aid the exhibition
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of attributes associated with each skill. The research project aims to explore this notion
by engaging students with a story book, written purposely for philosophical inquiry.

Engaging with story books may be useful for the development of creative, and
indeed critical thinking skills; however, factual or truth based books may not achieve
the same end. Golding (2005) documents the potential difficulties some schools have
in delivering a skill base through a “truth directed approach” to learning (Golding,
2005). As Golding (2005) suggests the development of the creative thinking capability
through a truth directed approach to learning rather than a “meaning directed approach
is concerned with what matters to students and how truth and knowledge can be
meaningful for them” (p. 145). While content information within the context of
English or Mathematics is crucial for learning, ensuring that students obtain a
meaningful approach to their learning could also encourage the exhibition of attributes
associated with the creative thinking capability. Golding (2005) goes on to say that,
“any epistemological approach to education faces the problem of a crowded
curriculum—there is always more knowledge that there is time to cover it” (p. 147).
Integrating an activity such as philosophical inquiry through an integrated pedagogy
may enable students to engage in dialogue with their peers to connect with the
knowledge they obtain (Schinkel et al., 2016). Much literature documents the
improvements to literacy and numeracy from engaging with philosophical inquiry
(Adey & Shayer, 1990; Charman & Hill, 2009-2012; Topping & Trickey, 2006, 2007).
With a demand for students to leave school equipped with the skills to see them
through to adulthood in the 21st century (ACARA, 2009; Runco, 2004), it appeared
necessary to conduct research on whether a cross-curricular pedagogy can encourage
students to obtain a meaningful education while exhibiting attributes associated with
creative thinking skills.

Philosophical inquiry can encourage creative thinking skills to be exhibited
through the cross-curricular nature of the integrated pedagogy. As Murris (2009)
explains, philosophical inquiry “is unique in its collaborative and creative pursuit of
rigour” (p. 106). Communities of Inquiry can operate as inquiry into a unit of work or
overarching topic studied at school. For example, on a unit of work learning about the
Holocaust, students may have learnt facts, figures, historical events, and occurrences
that lead to the Holocaust happening. Once students have learned the content, they
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could engage in inquiry through the integrated pedagogies to consolidate their learning
while gaining insight into the thoughts and reflections of their peers. As Golding
(2005) explains, “if we want students to be able to use what they learn outside the
system, we will have to tend towards an understanding or meaning directed approach
to education” (p. 146). Philosophical inquiry through an integrated pedagogy has the
potential to be the ideal platform to enable students time to reflect on the content they
learn in school, and strengthen their personal understanding of any given topic studied.

Through the WACE course, and delivery of training sessions across
Australasia, FAPSA’s web-based documentation argues that philosophy “makes a
significant contribution to the Melbourne Declaration and ACARA’s capabilities”
(FAPSA, 2011a, para. 3). FAPSA supports researchers and practitioners in P4C and
promotes P4C precisely because of the ways in which the study of philosophical
inquiry can develop the skills of creative and critical thinking. These are the same skills
that the Australian Curriculum require. FAPSA claims that, “theories about problem
solving, decision making and critical thinking are themselves philosophical theories”
(FAPSA, 2011a, p. 2). The Federation suggests that these philosophical theories
demand “worthwhile engagement in reflection” of those processes which, in turn,
“must be philosophical in nature” (FAPSA, 2011a, p. 2). Furthermore, FAPSA
addresses the gap between the critical and creative thinking divide by claiming that
philosophical inquiry is, by its “very nature, intimately linked to creativity” (FAPSA,
2011a, p. 2). The research project aims to contribute to the field of academic literature
relating to creative thinking by investigating whether philosophical inquiry can
encourage the exhibition of attributes associated with creative thinking skills in lower
secondary school aged students. By developing creative thinking skills through
philosophical inquiry, it is the final aim of the research project to explore whether
students perceive the contribution of philosophical inquiry through an integrated
pedagogy can assist them to become more confident learners.

Much research has been conducted in the primary school sector on the impact
of philosophical inquiry (Cam et al., 2007; Colom, Moriyon, Magro, & Morilla, 2014;
Golding, 2012; Gorard, Siddiqui, & Beng, 2015; Lipman, 2003; Scholl, 2014; Topping
& Trickey, 2006, 2007; White, 2012). Following the establishment of ACER, Lynne
Hinton, once Principal at Buranda State School in Queensland made significant steps
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to transform the school into a philosophical environment for all the attending students.
The first of its kind in Australia, Golding (2012) comments that the principal’s “gift
for education and her dynamic leadership have turned Buranda into an exemplary
primary school. This success has been underpinned by the teaching of philosophy to
all students, with particular emphasis on critical, creative and caring thinking” (p. 94).
Buranda was the focal point of research for the effect philosophical inquiry had as a
pedagogy on teachers (Scholl, 2014) and for the development of a handbook for
teachers that used familiar stories as a provocation by Cam et al. (2007). Scholl initially
taught at Buranda. Seeing the impact philosophical inquiry had on the students across
the school, Scholl pursued research on the effectiveness of the Question Quadrant and
Community of Inquiry in helping teachers develop their pedagogies. Scholl (2014)
reflects that,

Generally, the teachers spoke of changes in terms of their pedagogy,
moving from a ‘banking’ model of teaching and learning to a more
collaborative, democratic, and interactive, inter-responsive, inquirybased approach that found its impetus in student questions; in student
(not teacher) voice. (p. 93)
The improvements to Buranda’s students encouraged Pemberton District High School
in Western Australia to adopt the same “whole school approach to teaching of
Philosophy for Children” (Pemberton District High School, 2017). The teacher who
encouraged Pemberton to adopt the same approach has since partaken in FAPSA’s
Level Two training and consequently delivers training sessions to teachers in the
integrated pedagogy across Western Australia (FAPSA, 2011a). Thus, the field of
current research (Gorard et al., 2015; Scholl, 2010, 2014; Topping & Trickey, 2006,
2007) shows the success of philosophical inquiry in developing skills such as creative
and critical thinking. Projects such as ones run by SAPERE (Education Endowment
Foundation, 2016; Gorard et al., 2015) provide evidence that students can develop the
skills necessary to encourage creative and critical thinking. Likewise, this research
project aims to explore the effect of philosophical inquiry on the exhibition of
attributes with creative and critical thinking in lower secondary school students.

Following on from Buranda in Queensland and Pemberton in Western
Australia, the Victorian branch of FAPSA have initiated a programme of Ethical
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Capabilities into primary schools (Victorian Association for Philosophy in Schools
[VAPS], 2013). The Ethics programme “draws from the P4C/Community of Inquiry
approach to education” (VAPSA, 2013, para. 1). The case for the inclusion of
philosophy onto the curriculum has several parts, one of which states that “philosophy
will make a pre-eminent contribution to some of the general capabilities that young
Australians are to acquire, and it will make an especially effective contribution to the
acquisition of a wide range of these general capabilities” (VAPS, 2013, para. 2). VAPS
goes on to state that:

philosophy can contribute to the development of almost all of the
general capabilities. However, there are some general capabilities to
which philosophy will make a distinctive contribution, i.e. a
contribution that really cannot be made by any other discipline.
These general capabilities are: thinking skills. (VAPS, 2013, para. 4)
While VAPS promotes the benefits of philosophical inquiry for the development of
thinking skills, minimal research has been undertaken to establish whether their claims
are accurate. This research project aims to fill a gap in the research literature to
investigate whether students who engage in philosophical inquiry through an
integrated pedagogy can exhibit attributes associated with critical thinking skills,
creative thinking skills, and, in turn, perceive the contribution of philosophical inquiry
to assist them to become more confident learners.

As a co-curricular endeavour, several competitions that encourage the
development of creative thinking currently operate within some Western Australian
schools. Firstly, there is Future Problem Solving (FPS); and secondly, there is the
Tournament of Minds competition (TOMs). Torrance’s establishment of the FPS
competition and educational program is for students of all ages and focuses on the
development of “creative and futuristic thinking skills” (Future Problem Solving
Program Australia, 2014, para. 2) through a co-curricular activity. Created by Torrance
in 1974, the nature of the programme is for students to complete a six-step process
using a Future Scene as their guide to reach a plan of action that sees their response to
an aim through the underlying problem, come to fruition. Students brainstorm
challenges with the future scene, identify an underlying problem, devise solutions to
the underlying problem, evaluate solution ideas, apply criteria to the solutions to
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determine the best solution and then correlate an action plan that resolves the problem
(Future Problem Solving Australia, 2014, para. 10). The programme ideally is under
no time constraints; however, the competition has a limit of two hours to complete the
six-step process with an unseen Future Scene. Australian schools that are successful
in qualifying for the finals go on to compete in the USA with other like-minded
students.

Originating in Melbourne in 1987, TOMs is a competition that enables teams
of students to creatively solve challenges both seen and unseen. TOMs “is a problemsolving programme for teams of students from both primary and secondary years”
(Tournament of Minds, 2019, para. 1). Students can choose from four different
disciplines, namely The Arts, Science, Technology, Engineering, and Mathematics
(STEM), Language Literature, and Social Sciences. Each discipline has open-ended
challenges that the students must solve. “The Tournament process provides a platform
for excellence and equips participants with twenty-first century skills and strategies”
(Tournament of Minds, 2019, para. 10). The objectives of TOMs are to “expand and
reward creative and divergent thinking”, and “stimulate a spirit of inquiry and a love
of learning” (Tournament of Minds, 2019, para. 11). TOMs run competitions in
metropolitan and regional Western Australia, nationally across Australia, and
throughout Asia.

3.3 Students perception of the contribution of philosophical inquiry in
assisting them to become more confident learners
The third aim of the research project is to investigate how students perceive the
contribution of philosophical inquiry through an integrated pedagogy can assist them
to become more confident learners. Part of the methodology for the research project is
to establish a Philosophy Club at each participating school. The Philosophy Club
environment aims to create a sense of community amongst the students engaging with
an integrated pedagogy. Such a pedagogy places students at the centre of their own
learning. Some students may relish the opportunity to have responsibility over their
own learning, to begin a process of self-understanding and take their studies further
than the classroom environment. As R. Fisher (2013) suggests, “in a community of
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inquiry children are encouraged to find their own path to meaning through sustained
discussion with others” (p. 55). As the students share their ideas with like-minded
peers they begin to see potential similarities of thought, or indeed differences of
opinion. Peperzak (2012) states,

Epics, dramas, novels, history-sacred and profane-can help us to
understand the great variety of motivations that play a role in the
twists and turns of a human life, but beyond all questions regarding
actions and reactions, surprising events, and particular motivations,
we discover that each person’s course is driven, energised, pushed
forward, led, and oriented by a basic and primordial passion from
behind and before all the particular conditions of one’s character: a
will or desire that longs for a meaning that justifies my existence by
making it worthwhile to be lived. (p. 115)
Embarking on a quest for confidence through engaging with stories in a philosophical
way can enable some students to attribute a sense of purpose to their studies and
become more confident learners as a result. Lipman developed a series of books that
targeted differing philosophical concepts. For example, Lisa focused on ‘Logic’
(Lipman, 1976), while Pixie aimed at ‘Looking for Meaning’ (Lipman & Smith, 1981).
The books were designed to be age-appropriate and guide students through all aspects
of philosophical concepts as they progress through school. The books aimed to
encourage students to engage in philosophical dialogue about meaningful questions.
As Schinkel, De Ruyter, and Aviram (2016) state,

Throughout human history people have tried various ways to deal
with fundamental questions about human life, at first and partly still
through myth and religion, and from pre-Socratic philosophers
onward also through philosophical reflection. At least since the onset
of systematic philosophy, people have explicitly contemplated and
debated the question of how to live, a question that connects ethics
and education in various ways: ‘how to live?’. (p. 399)
Questions such as ‘how to live?’ feature on the curriculum for the Philosophy and
Ethics WACE course (School Curriculum and Standards Authority [SCSA], 2013)
with senior secondary aged students. Perhaps enabling lower secondary school
students to engage with questions concerning how they live can influence some of the
decisions they may make in the future, or indeed prepare them for the WACE course.
Enabling students to be ethically aware of the world around them through the
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engagement of questions such as the one above alongside their peers, can encourage
them to become more confident.

As mentioned previously, schools internationally deliver the International
Baccalaureate (IB) programme. The descriptors within the IB Theory of Knowledge
diploma course correspond to the second goal on the Melbourne Declaration that
requires “confident and creative individuals to have a sense of self-awareness”
(MCEETYA, 2008, p. 9). IB schools deliver the diploma which allows students “to
assume a more active role in the classroom, as the Theory of Knowledge course
requires them to continuously change and reconstruct their ways of understanding and
seeking knowledge” (Cole, Gannon, Ullman, & Rooney, 2014, p. 6). The course also
encourages “students to explore option, question assumptions, understand global
values, look at issues from different perspectives, and refine their critical and creative
thinking skills” (Cole et al., 2014, p. 6). The IB course maintains an academic standard,
providing an opportunity for students internationally to exhibit attributes associated
with critical thinking skills, creative thinking skills, and whether they perceive the
contribution of philosophical inquiry to assist them to become more confident learners.

The IB Theory of Knowledge course shares similarities with the Philosophy
and Ethics WACE course. The Philosophy and Ethics senior secondary course in
Western Australia “shapes what people think, what they value, what they consider to
be true, and how they engage with others and the world around them” (SCSA, 2013,
p. 3). The rationale for the IB and WACE courses go into specific detail regarding
student engagement with questions such as “What is real?” and “How should I live?”
or “How do we understand?” (International Baccalaureate, 2014; SCSA, 2013). The
WACE course outcomes share the same terminology as the Critical Thinking and
Religious Studies AS/A Level in the United Kingdom, the IB diploma and ACARA’s
capability by stating that students “use critical reasoning methods to recognise,
analyse, evaluate and develop arguments” (SCSA, 2013, p. 3). The terms mimic the
ones previously presented in the discussion on students becoming more confident
learners through their engagement with philosophical inquiry and an integrated
pedagogy. The Philosophy and Ethics WACE course was developed under an ‘ethics
framework’, producing four core headings. The headings embody “a pursuit of
knowledge and a commitment to achievement of potential, self-acceptance and respect
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of self, respect and concern for other and their rights, and social and civic
responsibility” (Millett & Tapper, 2014, p. 3). The course is relevant “to academic and
non-academic levels of learning and there is empirical evidence that it improves
generic thinking skills” (Millett & Tapper, 2014, p. 8). The empirical evidence Millett
and Tapper refer to focuses on the impact philosophical inquiry may have on literacy
and numeracy (Topping & Trickey, 2006; 2007). This research project within which
this literature review sits aims to likewise explore the outcomes of philosophical
inquiry and its impact on exhibiting attributes associated with the generic thinking
skills to which Millett and Tapper refer to become more confident learners.
Questioning a peers’ viewpoints can also attribute meaning for students. As
Beyer (1990) suggests, “philosophy neither competes with nor negates the findings of
psychology but goes beyond it, adding unique insights into the cognitive processes we
use to establish meaning” (p. 55). Giving a unique insight to the discussion of a focus
topic allows other students to potentially broaden their understanding of the concepts
raised within the discussion. A report from the Council for Education in World
Citizenship entitled Developing Philosophy for Children (P4C) in Different Schools
Contexts in Wales (2009 – 2012) confirms, “pupils can bring their own issues in and
dissect and develop meaning” (p. 8). Making connections between the provocation
material and the issues raised within the context of a Community of Inquiry can make
the content relevant to the student engaging with it. Some students may obtain a sense
of community throughout the sessions which can encourage them to offer personal
insights from their own experiences in relation to the ideas raised. Contributing
personal information at this level can give testament to Dewey’s (1916) sense of
community and infer that students feel comfortable in offering their peers insight into
their own lives.

Some students may generate connections between the provocation text and a
discipline they are studying in school. A. Fisher (2001) states that thinking skills can
be “taught in a way that expressly aims to facilitate their transfer to other subjects and
other contexts” (p. 1). Through philosophical inquiry some students may exhibit their
critical and creative thinking skills by expressing a connection made to an idea or
concept produced in Humanities and Social Sciences, or English. Making connections
in this way not only may reflect the students’ ability to attribute meaning and purpose
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to their studies but also display the skills they have gained through the engagement of
philosophical inquiry. Providing students with the opportunity to reflect at this level
can, in turn, enable them to understand more deeply the content they learn in school
and become more confident as a result. Permitting students to successfully complete a
meaningful education in this way, may satisfy both ACARA’s capabilities
development and the Melbourne Declaration.

As ACARA (2009) states, having students at the centre of their own learning
can encourage them to be more confident (para. 6). Jones (2012) also suggests that
philosophical inquiry “leads to the creation of a student-centred environment, which
ultimately leads to the improvement of self-confidence” (p. 63). Confidence in
students grows because they are in control of what they learn. For those who actively
engage with the material presented, the perception of confidence may come through
the articulation of their own ideas.

Building a community in the way demanded by philosophical inquiry, mimics
that of a family environment (Dewey, 1916). The community created within a
Community of Inquiry as part of a Philosophy Club permits students to share thoughts
and ideas within the context of a mutually supportive setting. The community mimics
the family context that Dewey (1916) spoke of by providing a sense of support and
mutual respect (Dewey, 1916). Developing trust in such an environment is more
naturally apparent than, for example, within a classroom. Within the community then,
having peers who share their ideas and thoughts can attribute to a sense of confidence,
built through the acceptance of the group. D’Olimpio (2015) states,

P4C is a useful praxis that allows educators to create a safe space in
their classroom whereby children have the chance to voice their
ideas and build upon as well as question, those of others in a
democratic and respectful manner. Through this pragmatic dialogue,
trust may be established, along with a sense of belonging that
supports well-being in the classroom as well as in life. (p. 46)
Students who feel comfortable in their environment may feel encouraged to contribute
more frequently or at greater length, to the dialogue. Contributing more regularly may
be a sign that they perceive to be more confident because of their engagement with
philosophical inquiry through the integrated pedagogy.
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Giving students the responsibility over their own learning in the way allowed
by integrated pedagogies, can encourage the development of more than the skills or
dispositions that ACARA and the Melbourne Declaration are stipulating. As R. Fisher
(2013) suggests, “a community of inquiry can help children develop the skills and
dispositions that will enable them to play their full part in a pluralistic and democratic
society. It boosts self-esteem, intellectual confidence and the ability to participate in
reasoned discussion” (p. 54). Character traits such as confidence can also have the
potential for development, enabling the encouragement of the well-rounded citizens as
hoped for by Dewey (1916) and Lipman (2003).

By establishing a Philosophy Club at participating schools, the research project
aims to recreate the concept of Socrates’ symposium. Dewey (1016) acknowledged
the concept of Socrates’ symposium by observing communication to be “a process of
sharing experiences until it becomes a common obsession” (p. 20). Dewey (1916)
suggested that,

Individuals forming a social group are like-minded; they understand
one another. They tend to act with the same controlling ideas, beliefs,
and intentions, given similar circumstances. Looked at from without,
they might be said to be engaged in ‘imitating’ one another. (p. 63)
For Dewey, within a like-minded environment, students were more inclined to develop
similar thinking, critical, and analytic skills because of the academic setting within
which they were situated. As Davey Chesters (2012) claims, “there is a proliferation
of literature on the virtues of philosophical inquiry as a classroom strategy, either as
an exemplar of democratic practice or as having the capacity to cultivate democratic
dispositions and skills necessary for active citizenship” (p. 1). The literature that Davey
Chesters refers to focuses on philosophical inquiry and not research conducted to
provide evidence in support of philosophical inquiry cultivating democratic
dispositions. The aim of this research project is to investigate whether philosophical
inquiry through an integrated pedagogy encourages students to behave democratically
within the community created by the Philosophy Club sessions. The sense of
community that the nature of inquiry brings, may enable students to begin to
understand how social situations can work and how the skills they develop may
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transfer outside of the schooling environment. The sense of community may also
contribute to students developing a sense of belonging which can encourage their
engagement throughout their schooling (Wilms, 2003), in turn, helping students to
become more confident learners.

Within the context of a schooling environment, Dewey (1916) considered
study to be “an active, personally conducted affair” (p. 569). He viewed “the theory of
the method of knowing which is advanced in these pages to be termed pragmatic” (p.
584). The concept of pragmatism requires an empirical basis with which to seek truth.
Students engaging with material that encourages their social selves to develop a skill
set lies at the heart of philosophical inquiry and pragmatic approaches to the creation
of meaning and purpose. As Dewey (1916) suggests, “nothing is more striking than
the difference between an activity as merely physical and the wealth of meanings
which the same activity may assume” (p. 122). The wealth of meaning within an
activity such as philosophical inquiry may relate to the relevance and understanding
within the motivation to participate.

Lipman

(2003)

further

developed

Dewey’s

observations

regarding

philosophical inquiry and, as previously mentioned, developed the P4C pedagogy.
P4C is “a humanistic practice with roots in the Hellenistic tradition of philosophy as a
way of life given to the search for meaning, an emphasis on qualitative experience,
collaborative inquiry and democratic society” (Gregory, 2011, p. 199). Lipman’s
(2003) motivation was to ensure a pedagogical strategy that would be accessible to all
students in all subjects. Lipman states that “problem-solving, decision-making
approaches are more likely to be successful when they are part of a comprehensive
pedagogical approach aimed at improving children’s inquiry, reasoning, and
communication skills” (p. 53). For Lipman, it was an integral way of encouraging
students to think for themselves, while at the same time developing critical and creative
thinking techniques to establish deeper modes of academic pursuit. As Lone and
Israeloff (2012) point out, “instead of telling them (students) what to think, we’re
asking them to examine how to think” (p. 4). Putting students at the centre of their own
learning and encouraging them how they can think for themselves, can help them to
become more confident learners (Jones, 2012).
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The integrated pedagogies were at the centre of the experience in this research
project to establish how students perceive the contribution of philosophical inquiry can
assist them to become more confident learners. However, it is possible that either the
Question Quadrant or the Community of Inquiry lend themselves more naturally to
this purpose. In a reflection on the P4C programmes designed for the delivery of P4C
by SAPERE, Oral (2013) suggests that,

These programmes help students build self-confidence and the
capacity to understand and appreciate alternative points of view,
respect each other as people, be more patient with others, seek
compromises, improve their attitude towards school and learning,
and be more curious and have questions about their own experience
and its meaning. (p. 363)
It may be the case that while the Question Quadrant develops one side of the skill set
ACARA stipulates, the Community of Inquiry develops the other but both are
necessary for the all-round execution of the critical and creative thinking capability.

Internationally, some academic literature documents research conducted in
schools about the use of philosophical inquiry (Burroughs & Tuncdemir, 2017; Leng,
2015; Makaiau, 2017; Topping & Trickey, 2006, 2007). Much of the research seems
to focus on adopting Lipman’s (2003) Community of Inquiry activity (Burroughs &
Tuncdemic, 2017; Makaiau, 2017) with little research adopting Cam’s (2006)
Question Quadrant activity (Scholl, 2010). There is a gap in the academic literature by
exploring the use of the Question Quadrant activity with lower secondary school aged
students. The practice of P4C has become a central learning tool for students
worldwide with research conducted across schools in the United Kingdom (SAPERE,
2010; Topping & Trickey, 2004, 2006, 2007) and the USA (Burroughs & Tuncdemir,
2017; Leng, 2015, Makaiau, 2017). A study undertaken in Hawaii examined “the
impact of using a philosopher’s pedagogy to teach school subjects through the case
study of Ethnic Studies at Kailua High School” (Makaiau, 2017, p. 4). The project
used Communities of Inquiry to help students make connections between the course
material and their own lives. The findings showed that “the student voices make it
clear that they were engaged and motivated to make meaningful connections between
the Ethnic Studies content and their lives beyond the classroom” (p. 20). Encouraging
students to make connections between subject content and their own lives may enable

85

them to attribute meaning to their studies. Attributing meaning to studies for students
may also encourage them to become more confident learners.

Another study conducted in Hawaii investigated the role of philosophical
inquiry in helping high school students engage in learning (Leng, 2015). The study
specifically analysed whether students felt more engaged in their learning throughout
a philosophical inquiry session. Leng (2015) explains that “at the end of the semester
there is a 0.75 increase, which indicates that students become more engaged in the
philosophical inquiry course over the course of the semester” (p. 153). The 0.75
increase refers to an increase in academic engagement scores from a mean of four in
the pre-test to an increased mean of 4.75 in the post-test. Leng’s research analysed a
‘Sense of Coherence’ in relation to their “cognitive and social-emotional wellbeing”
(p. 89). The ‘Sense of Coherence’ that Leng refers to is a scale that measures a “global
orientation that expresses the extent to which a person has a feeling of confidence that
their environment is comprehensible, manageable and meaningful” (p. 105). Leng’s
study focused on secondary school students and whether their ‘Sense of Coherence’
and their perceptions of confidence had been affected because of their engagement
with philosophical inquiry. The research project differs to Leng’s work by
investigating whether the level of engagement infers that students become more
confident, rather than any effects on their social-emotional wellbeing.

Topping and Trickey conducted research into the outcomes of P4C in the
United Kingdom (Topping & Trickey, 2004, 2006, 2007). One project conducted in
Scotland (2007) aimed to “investigate the cognitive effects of collaborative
philosophical inquiry at long-term two-year follow-up, after the participants had
transferred to secondary (high) school without experiencing further philosophical
inquiry in the interim” (p. 787). The outcome of the research,

Provides evidence that gains in cognitive ability which opened up
over the intervention period in primary schools can be maintained
over the subsequent two years into secondary school on the same
measure, even when pupils have not had any further experience of
collaborative inquiry in the secondary school. (p. 793)
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Topping and Trickey’s research provides evidence in support of philosophical inquiry
being of benefit to secondary school students when delivery began with primary school
aged students. The project Topping and Trickey conducted incorporated the
Community of Inquiry pedagogy and showed results that “have real educational
significance” (Fair, Hass, Gardosik, Johnson, Price, & Leipnik, 2015, p. 34). The
success of the research showed that “a programme of regular, weekly, structured onehour philosophy group sessions can have an educationally important impact” (Fair et
al., 2015, p. 34). Topping and Trickey (2007) observed that, “inquiry involves
developing problem-solving skills and strategies. Knowledge is constructed in a social
environment involving peer modelling and disclosure, with interaction rules to protect
and enhance participant self-esteem” (p. 276). More recently, the Education
Endowment Foundation (2016) have launched a P4C effectiveness trial in the UK that
examines the potential benefits of philosophical inquiry on students’ overall academic
performance. “The programme consists of a one-hour session each week, facilitated
by the classroom teacher, in which children discuss an interesting philosophical
question” (Education Endowment Foundation, 2016, para. 1). They go on to state that
“the project does not aim to teach children philosophy; instead it equips them to ‘do’
philosophy for themselves” (Education Endowment Foundation, 2016, para. 10). This
research project differs from the ones Topping and Trickey, and the Education
Endowment Foundation have conducted as the data collection period lasts
approximately eight weeks. The study aims to provide evidence in support of those
conducted by Topping and Trickey, and the Education Endowment Foundation by
exploring whether students who engage in philosophical inquiry can exhibit attributes
associated with critical thinking skills, creative thinking skills, and, in turn, perceive
the contribution of inquiry to assist them in becoming more confident learners.

Another research project undertaken by Topping and Trickey (2006) focused
on cognitive ability and socio-emotional effects shown in primary school aged
students. Earlier, Topping and Trickey analysed research conducted within a
secondary school setting (Topping & Trickey, 2004), the focus was quantitative and
looked at the effectiveness of P4C on academic ability in certain areas. In another study
conducted by Topping and Trickey (2007), the impact of philosophical inquiry on
school students’ interactive behaviour was explored. The results indicated “facilitated
development, not only in terms of explicit reasoning but also in verbal creativity” (p.
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75). Through the engagement of dialogue with their peers within the context of a
philosophical inquiry students could discuss their thoughts while exercising their
creative thinking skills. This research project aims to raise the work Topping and
Trickey have commenced by investigating whether lower secondary school students
who engaged in philosophical inquiry through an integrated pedagogy can exhibit the
attributes associated with critical thinking skills, creative thinking skills, and perceive
the contribution of inquiry to assist them in becoming more confident learners.

The Nuffield Foundation funded a study with the Durham University School
of Education and analysed data from the 2015 Education Endowment Foundation
(EEF). The study assessed whether students in Years Four and Five engaging with P4C
increased their attainment in mathematics, reading, and writing (Gorard, Siddiqui &
Huat See, 2015). One of the key outcomes of the project reported that teachers and
pupils explained that P4C had a positive influence on pupils’ confidence to speak,
listening skills, and self-esteem (p. 3). While one outcome of the above project aligns
with the third aim for this research project, the research project differs from the above
in two ways. Firstly, conducting research with lower secondary school students rather
than primary students. Secondly, whether philosophical inquiry through an integrated
pedagogy can encourage the exhibition of attributes associated with critical thinking,
creative thinking, and students becoming more confident learners as a result. A
subsequent study by the same researchers analysed the non-cognitive impact of P4C
(Gorard et al., 2017). The study did not intend to analyse confidence in learning;
however, they noticed that “children who are perhaps more reluctant to volunteer
information in Literacy and Numeracy, feel much more confident to take an active part
in discussions” (p. 34). This research project, in turn, addresses a gap in the academic
literature by focusing directly on how students perceive the contribution of
philosophical inquiry can assist them to become more confident learners, rather than
noting their confidence as a residual outcome of the study.

Much of the literature in the field concentrates on performance in English
(writing, reading), Science and Mathematics (Adey & Shayer, 1990; Charman & Hill,
2009 – 2012; Education Endowment Foundation, 2016; R. Fisher, 2010; Gorard,
Siddiqui, & Huat See, 2015; Topping & Trickey, 2007; Williams, 1993). Core subjects
such as these are assessed frequently throughout the school year which enables a vast
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array of data to be collected from students. Standardised testing such as those
conducted by the National Assessment Program – Literacy and Numeracy (NAPLAN,
2013) focus on basic skills administered to Australian students. While some aspects of
the NAPLAN testing aim to address the General Capabilities, minimal research has
been undertaken to establish whether all capabilities are capable of development
through the Australian curriculum. This research project aims to fill a gap in the
academic literature of research conducted with lower secondary school students, and
whether students who engage in philosophical inquiry through an integrated pedagogy
exhibit attributes associated with critical thinking skills, creative thinking skills, and
how they perceive the contribution of philosophical inquiry can assist them to become
more confident learners. The aims of the research are not based on performance in core
learning areas such as English, Science, and Mathematics, but rather focus on whether
philosophical inquiry can encourage lower secondary school students to exhibit
attributes associated with a skill set, and become more confident learners.

The philosophers and educators presented within the context of this literature
review may have gone some way in ensuring the integrated pedagogy reflects the
ability of philosophical inquiry to satisfy the governing body of criteria, while at the
same time, encouraging the students to become better learners and better thinkers. As
Lipman (1995) observes, “a present-day classroom from which the critical and creative
spirit is lacking prefigures a world that is dispirited, unreasonable, and uncaring. We
can do better” (p. 70). While Lipman’s observation may be reasonable, it is the success
of projects included in this literature review that acknowledges his concerns and seeks
to ensure better schooling for future generations.

3.4 Chapter Summary

The chapter responds to the research problem by presenting current academic
literature on the practice endeavour of philosophical inquiry for the exhibition of
attributes associated with critical thinking skills, and students’ perceptions of how
philosophical inquiry can assist them in becoming more confident learners. The review
provides a context for the three research questions by presenting literature on critical
thinking as a skill set and the nature of a critical thinker. Varying terminology defines
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the ways in which critical thinking can be exhibited and the practices that encourage
students to develop critical thinking as a skill. Contributors to the field such as Dewey,
and Lipman explain how collaborative inquiry can encourage critical thinking. Several
research projects document the demonstration of critical thinking across primary and
secondary sectors in England, Scotland, USA, and Australia. Research literature on
creative thinking skills documents the way in which creative thinking can be developed
through the pursuit of philosophical inquiry.

The second aim of the research project addresses the contributions to the
evolving academic literature on creative thinking and explores how the research
project can add to the field of research. Students revealing creative thinking through
philosophical inquiry outline ways in which reasoning can encourage creativity.
Current pedagogies implemented in schools such as de Bono’s ‘Six Thinking Hats’,
or Torrance’s FPS programme (Future Problem Solving Programme Australia, 2014)
provide evidence in support of students having access to a pedagogy that encourages
creative thinking skills to be exhibited. As there seems to be minimal research
conducted on creative thinking, particularly through philosophical inquiry, this
research project fills a gap. The project investigates how philosophical inquiry through
an integrated pedagogy can encourage the exhibition of attributes associated with
creative, and indeed critical thinking skills in lower secondary school students.

The third aim of the research project presents literature on how students
perceive the contribution of philosophical inquiry through an integrated pedagogy can
assist them to become more confident learners. Several research projects present
evidence in support of students becoming more confident as a subsequent outcome of
the studies. The development of critical and creative thinking through philosophical
inquiry presents several courses that are delivered in the United Kingdom, the USA,
the International Baccalaureate, and the WACE course in Western Australia. Several
competitions currently operate in Western Australian schools such as the
Intercollegiate Ethics Bowl, the Philosothon, Future Problem Solving, and the
Tournament of Minds. The literature on philosophical inquiry in schools outlines the
research undertaken in the USA, and Australia and how governmental documentation
such as ACARA and the Melbourne Declaration may be satisfied as a result.
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Chapter Four: Research Plan
4.1 Introduction
The aim of the research project was to investigate how the practice of
philosophical inquiry can encourage Western Australian lower secondary students to
exhibit attributes associated with the critical and creative thinking capability. The
project addressed three key areas: whether students were exhibiting attributes
associated with a critical thinking skill base; a creative thinking skill base; and how
students perceive the contribution of philosophical inquiry through an integrated
pedagogy an assist them to become more confident learners. These three areas were
focal points for the research project because they reflected the outcomes promoted by
both the Melbourne Declaration (MCEETYA, 2008) and ACARA’s (2009, p. 14)
documentation. The problem this research project aims to address centres on whether
students who engage with philosophical inquiry do exhibit attributes associated with
critical thinking skills, creative thinking skills, and perceive the contribution of
philosophical inquiry to assist them in becoming more confident learners. The purpose
of this chapter is to outline the research plan in line with the three research questions
which are:
1. How do lower secondary students exhibit the attributes associated with the
critical thinking capability through philosophical inquiry?
2. How do lower secondary students exhibit the attributes associated with the
creative thinking capability through philosophical inquiry?
3. How do lower secondary students perceive the contribution of philosophical
inquiry through an integrated pedagogy can assist them to become more
confident learners?

The research plan documents the theoretical framework for the study which looks at
an epistemology of constructionism. The framework also utilises the theoretical
perspective of interpretivism through symbolic interactionism. The methodology is
one of the experiential research where Philosophy Club sessions were established at
three Western Australian Secondary Schools. The sessions adopted an integrated
pedagogy of Cam’s (2006) Question Quadrant and Lipman’s (2003) Community of
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Inquiry activities to collect data. From the Philosophy Club sessions audio transcripts,
‘See, Think, Wonder’ reflection sheets, session notes, teacher observation forms, and
semi-structured interviews were used as the means to collect data. The data were
analysed through qualitative content analysis. A coding framework adopted from
ACARA’s elaboration of the critical and creative thinking capability enabled thematic
analysis to take place. The ethical considerations, and limitations conclude the chapter.
The overview of the research plan is outlined in Table 4.1.

Table 4.1
Overview of Chapter Four: Research plan.
Sub-heading
4.1 Introduction
4.2 Theoretical
framework

Sub-division

4.3
4.4

Methodology
Methods

4.3.1
4.4.1

4.5
4.6
4.7

4.4.2
4.4.3
4.4.4
4.4.5
Research participants
Trustworthiness
Data analysis
4.7.1

4.2.1
4.2.2

4.7.2
4.8 Ethical considerations
4.9 Limitations
4.10 Chapter Summary

Epistemology
Theoretical
perspective

4.2.1.1 Constructionism
4.2.2.1 Interpretivism
4.2.2.2 Symbolic
interactionism
Experiential research
Student responses to Philosophy Club sessions
with an integrated pedagogy
‘See, Think, Wonder’ reflection sheets
Session notes
Teacher observation form
Semi-structured interview

Qualitative
4.7.1.1
content
analysis
Thematic analysis

Coding

Figure 4.1 outlines the key components of the theoretical framework adopted
for the research project. The key components are based on the work of Crotty (1998,
p. 4): epistemology, theoretical perspective, methodology and methods.
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Figure 4.1
Theoretical framework for the research project.
(Adopted from Crotty, 1998, p. 4)

4.2 Theoretical framework
The aims of the research project suggest a theoretical framework that parallels
these aims. A theoretical framework provides the structure of the research study and
outlines the theory which explains why the research problem exists (Grant & Osanloo,
2014). The research questions address whether students who engage with
philosophical inquiry through an integrated pedagogy exhibit attributes associated
with critical thinking skills, creative thinking skills, and how they perceive the
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contribution of philosophical inquiry through an integrated pedagogy can assist them
to become more confident learners. The framework is based on the epistemology of
constructionism to establish whether students construct meaning when interacting with
an integrated pedagogy within the context of a Philosophy Club session. Throughout
the sessions, students engage with philosophical inquiry through this integrated
pedagogy to interact with the ideas presented in the provocation (stimulus) text,
responses from their peers, and make connections to their own experiences. The
theoretical perspective of interpretivism through symbolic interactionism focuses on
whether students interpret their experiences of engaging with philosophical inquiry
through an integrated pedagogy, and attribute and convey meaning through symbolic
interactionism, consequently addressing the research problem. The methodology
adopts an experiential research approach (Crotty, 1998, p. 5) where students
experience philosophical inquiry through an integrated pedagogy within the
Philosophy Club sessions. Multiple methods of data collection provided a basis for
analysis and allow for the triangulation of data.

4.2.1 Epistemology.

Epistemology is a branch of philosophy dealing with the theory of knowledge.
Crotty (1998) describes epistemology as “the theory of knowledge embedded in the
theoretical perspective and thereby in the methodology” (p. 3). The epistemology
adopted for this research project is constructionism which is used to collect data and
inform knowledge in a qualitative way (Punch, 2013). As Punch (2005) states, “a
major characteristic of qualitative research, reflected in its designs, is that it is
naturalistic, preferring to study people, things and events in their natural settings” (p.
141). A constructionist approach allowed the collection of qualitative data from
participants as they constructed meaning through their experiences and reflected upon
the practice of philosophical inquiry through an integrated pedagogy within the context
of a Philosophy Club session. A qualitative approach to the study allowed the
collection of data in an exploratory manner. A control group was not deemed
appropriate to collect data quantitatively; however, future study could text students’
critical and creative thinking skills in this way. The research project aimed to report
the ‘student voice’ of the participants (Wheeley, 2011) in response to these
experiences.
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4.2.1.1 Constructionism.
Constructionism asserts that knowledge is constructed by students’ individual
interactions within the social situations or social community they participate in (Jha,
2012). The Philosophy Club sessions aimed to enable the ‘student voice’ to construct
knowledge in response to their engagement with an integrated pedagogy. As the
integrated pedagogies of the Question Quadrant and Community of Inquiry indicate,
the classroom operates as a community (Lipman, 2003) and functions through social
relationships (Dewey, 1956). As Jha (2012) suggests, “knowledge can be transmitted
through individuals’ interactions with each other in a social context” (p. 172). These
individual interactions form social relationships to provide the theoretical
underpinning of the project via a constructionist epistemology. Through
constructionism, “meanings are constructed by human beings as they engage with the
world they are interpreting” (Crotty, 1998, p. 43). Interpreting the world in which
people live does not lead to the creation of new meaning, but the construction of
meaning built on existing information (Crotty, 1998). Constructing meaning is
important for the research project as students interpret the provocation text to build on
the existing information they possess. Jha (2012) suggests that constructionism,
“implies that both cognitive and social processes are involved in knowledge
construction and expansion through the process of reflecting on and sharing their own
experiences with others’ experiences or ideas as well” (p. 171). Jha (2012) goes on to
purport that “the constructivist perspective focuses exclusively on the meaningmaking activity of the individual mind” (p. 172). Constructing meaning through
activities such as the Question Quadrant and Community of Inquiry enable students to
build on existing information shared with their peers. Engaging in activities such as
the Question Quadrant and Community of Inquiry provides students with the
opportunity to take part in the process of exhibiting attributes associated with
ACARA’s (2009) critical and creative thinking capability. The process is organic and
over time, provides them with the opportunity to practise sharing their thoughts
amongst their peers and reflect on the experience of a Philosophy Club session. As
reported in the Literature Review (Chapter Three), there is a paucity in the research
literature analysing students’ construction of meaning through the interpretation of a
provocation text at lower secondary level which the research project aimed to address.
Constructing meaning through social relationships, such as the Community of Inquiry,
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provided the foundations from which students could exhibit attributes associated with
critical thinking skills, creative thinking skills, and perceive the contribution of
philosophical inquiry in assisting them to become more confident learners.

4.2.2 Theoretical perspective
The theoretical perspective is “the philosophical stance informing the
methodology and thus providing a context for the process and grounding its logic and
criteria” (Crotty, 1998, p. 3). The theoretical perspective adopted for the research
project was interpretivism. Within the context of the Philosophy Club sessions,
students engaged with philosophical inquiry through an integrated pedagogy to
interpret ideas and concepts contained within the provocation material. During the
Philosophy Club sessions, students worked through the provocation text to interpret
the ideas presented, and gain meaning from the process (Bakker, 2012).

4.2.2.1 Interpretivism.

The theoretical perspective of interpretivism aims to establish how students
interpret the world around them and gain knowledge through the relationships they
create in their educational institutions (Bakker, 2012). Interpretivism is culturally
derived and historically situated interpretations of the social world (Crotty, 1998).
Linked to Max Weber, interpretivism looks at the notion of Verstehen (Crotty, 1998).
Verstehen interprets the understanding social beings gain through the purpose they
attribute through social interaction (Crotty, 1998). Within the interpretivist
perspective, symbolical interactionism is the lens through which the research project
can interpret the meanings that students convey through discourse during the sessions.

4.2.2.2 Symbolic interactionism.

The construction of meaning developed through social interactions such as
those created within the Philosophy Club environment aligns with the interpretivist
perspective of symbolic interactionism. Blumer (1969) suggested the nature of
symbolic interactionism is based on three premises. The first is that “human beings act

96

towards things on the basis of the meaning that the things have for them” (p. 2). Within
the context of the research project, students interact with an integrated pedagogy to
construct meaning within the Philosophy Club sessions. The second is that “the
meaning of such things is derived from, or arises out of, the social interaction that one
has with one’s fellows” (p. 2). The third states that “these meanings are handled in,
and modified through, an interpretive process used by the person dealing with the thing
he [sic] encounters” (p. 2). By participating in Philosophy Club sessions, students can
construct meaning by interacting with their peers and engage with ideas generated
throughout the sessions. By doing so, students construct meaning that can be attributed
to their studies. Students can also establish a sense of belonging which may encourage
them to share their ideas more freely, participate more regularly and become more
confident as a result. As such, congruent with a symbolic interactionist approach, the
first research question for the study is:
1. How do lower secondary students exhibit the attributes associated with the
critical thinking capability through philosophical inquiry?

The first aim of the research project is to establish whether students who engage with
the integrated pedagogy of the Question Quadrant and Community of Inquiry exhibit
attributes associated with the critical thinking capability as required by ACARA
(2009). The notion of critical thinking encompasses a multitude of differing attributes
for the development of the capability. ACARA (2009) states that critical thinking
“involves students learning to recognise or develop an argument, use evidence in
support of that argument, draw reasoned conclusions, and use information to solve
problems” (para. 5). The research project aimed to analyse the dialogue that students
engaged in to determine evident aspects of the critical thinking skills. As the Question
Quadrant activity inherently demands students to generate questions from a given
provocation, students engaged in the exercise of critical thinking. Within the research
project, the integrated pedagogy of the Question Quadrant and Community of Inquiry
activities featured in the context of a Philosophy Club setting aimed to encourage
students to remain socially active in the hope that the data collected mirrored that of a
regular Philosophy Club session.

While ACARA (2009) combines critical and creative thinking skills into one
capability, the research project proposes that they are two skills worthy of separate
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development through an integrated pedagogy (Scholl, 2014). As such, the second
research question is:
2. How do lower secondary students exhibit the attributes associated with the
creative thinking capability through philosophical inquiry?

The second aim of the research project is to establish whether students who engage
with the integrated pedagogy of the Question Quadrant and Community of Inquiry
exhibit attributes associated with creative thinking capabilities as required by ACARA
(2009). The notion of creative thinking entails several different aspects. Creative
thinking includes “responding to the challenges of the twenty-first century—with its
complex environmental, social and economic pressures—requires young people to be
creative” (ACARA, 2009, para. 3). The research project aimed to analyse the dialogue
that students engaged in to determine the exercise of aspects of each creative thinking
skill. Following the Question Quadrant activity, students participated in a Community
of Inquiry to attempt to find truth and meaning within the focus question nominated.
Kennedy (1999) suggests that through a Socratic dialogue activity such as a
Community of Inquiry, “the path of dialogue is both found and constructed” (p. 346).
In line with the theoretical perspective and symbolic interactionism, students construct
and convey their sense of meaning through discourse within the context of the
Community of Inquiry.

Students who attribute meaning to their learning may indicate how they
perceive to be more confident during the learning process. This premise supports the
third research question:
3. How do lower secondary students perceive the contribution of philosophical
inquiry through an integrated pedagogy can assist them to become more
confident learners?

Students perceive to become confident learners when they make connections with the
material they engage with, and their own lives (Schinkel, De Ruyter, & Aviram, 2016).
The Melbourne Declaration (MCEETYA, 2008) advocates that, “all young Australians
become confident individuals” (p. 7). While ACARA (2009) suggests, “students
develop capability when they apply knowledge and skill confidently” (para. 2). By
students applying the critical and creative thinking skills within the context of the
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Philosophy Club sessions, they may become more confident in their learning. The third
aim of the research project is to investigate how students who apply their knowledge
and skills within the context of the Philosophy Club session, perceive the contribution
of philosophical inquiry can assist them to become more confident learners.

Students are naturally inquisitive learners and rarely have the chance to ask
questions without limit (Dillon, 1990; F. Haynes, 2014; Splitter, 2016). The inherent
quality of the Question Quadrant activity requires students to be critical of the
provocation they are engaging with, while posing their own questions (Cam, 2006).
Providing students with the opportunity to practise their critical thinking skills within
a context where they can ask as many questions as they choose may enable students to
employ the execution of critical thinking, encouraging them to become more confident
learners. Allowing students the opportunity to learn in this manner may also increase
the interest they have in their studies and influence the way they think in other areas
of their schooling. Students’ perceptions on how confident they feel throughout a
learning process highlights the ways in which they develop and modify their
understandings of learning. The reflections students provide at the end of each session
may establish how their perception of the contribution of philosophical inquiry assisted
them to become more confident because of their engagement with philosophical
inquiry through an integrated pedagogy.

4.3 Methodology

4.3.1 Experiential research.
Experiential research is designed to “understand more clearly the basic
cognitive process the human inquirer may utilize to make the data collected
interpretable and meaningful” (Fischer, 2006, p. 358). An experiential research
approach was adopted for the study to “uncover meanings and perceptions of the part
of the people participating in the research” (Crotty, 1998, p. 7). Through the lens of
symbolic interactionism, experiential research is employed as a methodology for the
research project because recreating a Philosophy Club environment hopes to enable
the project to collect data from a setting that mimics a real-life event. The Philosophy
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Club setting was designed to analyse the student voice in three secondary schools.
Experiential research within a Philosophy Club session was selected as the appropriate
methodology for the project as the sessions aimed to reflect a co-curricular activity
within a school environment, encouraging students to feel as comfortable as possible
throughout the data collection period. As the data collection period spanned eight
weeks for the research project, and to cause as minimal disruption to lessons and
teaching time as possible, establishing a Philosophy Club as an after-school activity
was preferred. The schools included in the research project did not have a Philosophy
Club already established. Participating students had no exposure to the integrated
pedagogy prior to participating in the study. To cause as little disruption to the flow of
schooling, re-creating a Philosophy Club environment allowed students the
opportunity to adopt a similar attitude to the content as they might exhibit in a genuine
Philosophy Club session.

To maximise the notion of experiential design, throughout each Philosophy
Club session, the same steps were followed. Each session began with students sitting
in an inward facing circle. In turn, students read a section of a single chapter, and wrote
questions either throughout the reading, or once the chapter had ended. Once the
students had completed writing their questions, they presented each question in turn,
to the Question Quadrant. Students were given the opportunity to negotiate the
placement of their question, if other students disagreed with the original quadrant, or
students were not able to decide the best fit for their questions. Once all the questions
were presented to the quadrant, one student conceptualised all the questions from the
‘Questions about real life’ section of the quadrant. The student who conceptualised the
questions, called each concept out and the researcher wrote each concept on the
whiteboard. Students voted for their favourite concept, and the one with the most votes
was chosen. One student read through the questions belonging to the chosen concept,
and students voted for their favourite question. Once a question had been decided, the
researcher wrote the question on the board as a focal point for the subsequent
Community of Inquiry. The student who wrote the nominated question began the
discussion, and students took turns to present their ideas to their peers. Throughout the
session, the participant observing teacher completed a non-verbal feedback form
which provided an additional method of data collection. The researcher also completed
notes to record responses provided by the students. Once the Community of Inquiry
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ended, students completed a ‘See, Think, Wonder’ sheet which provided them with
the opportunity to reflect on the session. Once they had completed the sheet, students
were dismissed.

4.4 Methods
There were five methods employed for the research project. The first method
comprised of collating responses from an integrated pedagogy of the Question
Quadrant and Community of Inquiry. An outline of the integrated pedagogy was
provided in Chapter Two: Context of the Research. The second method involved
students completing a ‘See, Think, Wonder’ sheet to reflect on their experiences of the
integrated pedagogy within the context of the Philosophy Club sessions. The third
method took the form of researcher field notes taken during each session. The fourth
method involved participant observing teachers completing a feedback form recording
the non-verbal behaviour of students during each session for the confirmability of data
collected. Lastly, semi-structured interviews were conducted after all the sessions had
been completed to allow students to appraise their overall experiences of the sessions.

4.4.1 Integrated pedagogy of the Question Quadrant and Community of
Inquiry.
Consistent with the symbolic interactionist approach, students’ attitudes and
reflections are essential to the research project, both in terms of understanding the
value students attribute to their learning as well as providing central insight into the
importance of such learning. To collect a rich body of data, it was necessary to obtain
responses from groups of between four and ten students, aged between 10 and 15 years
from three participating Western Australian secondary schools. The groups from each
school acted as communities and mimicked a Philosophy Club environment as far as
was logistically possible. Each session adopted the same format consulting the
Question Quadrant and then the Community of Inquiry, ensuring the same steps were
followed throughout the sessions for the duration of the data collection period.
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In the sessions, participants acted as a community of inquirers to ensure, firstly,
a sense of security among the students. Lipman (1995) highlights that “this is not the
traditional, academic philosophy of the universities, but the narrative-and-discussion
based doing of philosophy” (p. 61). Students shared their thoughts in a social
environment. The ability to feel comfortable in the situation is symbiotic with the
quality of response given. To ensure a comfortable environment for the students
involved in the project, the required setting is ‘naturalistic’ enabling research that took
place by “studying people in their natural settings” (Punch, 2005, p. 141). Secondly,
Lipman’s (2003) pedagogy relies on students being part of a community because “the
family represents institutionalised private values. The State represents institutionalised
public values, and the school epitomizes the fusion of the two” (p. 9). Students are part
of communities in other areas of their lives, for example, a sports team or Chess club.
When part of a community within the structure of an educational institution they
become more adept at using the skills they have learnt to think critically and creatively
in resolving issues (Lipman, 2003).

Each group met for approximately one hour, once a week, for a minimum, of
eight weeks, after school and followed the same pattern throughout each session. The
sessions began by students becoming familiar with the Question Quadrant (Cam,
2006) activity to ensure all students understood how it worked. The provocation for
the data collection was a chapter from Cam’s (2011) book Sophia’s Question. The
book relays the story of a little girl named Sophia who is on a quest of self-discovery.
Cam (2011) recounts that,

Sophia is given an old bracelet by the kindly Mr Weissman, who
tells her to ask her grandmother about three mysterious charms
hanging from it. So begins a journey in which Sophia attempts to
discover what turns out to be a family secret. As she eventually
finds out, it is a secret upon which her very existence depends. (p.
back cover)
The book features eight chapters. Each chapter deals with a different philosophical or
ethical concept. For example, Chapter One, entitled ‘Fate’, discusses ideas
surrounding fate, destiny, life predictions and so on. Over the course of the data
collection period, students read each chapter in succession. As students read the
chapter, they generated questions for the Question Quadrant (Cam, 2006). During the
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first session, students selected a coloured pen to use consistently throughout the
remaining sessions. The coloured pen was linked to a pseudonym to maintain the
anonymity of each student. For each question they generated, students used a fresh
piece of paper. In turn, students placed their questions within the Question Quadrant.
The researcher also used an audio recording device during each session to enable the
generation of a transcript of the students’ discussion for analysis.

The Question Quadrant comprised of four sections. Two open question
sections, and two closed question sections. The open question sections typically
housed questions that were either open yet linked to the text in some way, or open and
general questions. With the Question Quadrant activity, students chose an area of the
quadrant that was the best fit for the question they have generated from the provocation
text. Through this process, disagreements between the community of students can arise
as to where the question belongs. Throughout the dialogue, students had the
opportunity to make distinctions, offer alternatives, problem solve, reason and
conclude using supportive evidence (such as other questions in the same quadrant) for
the final placement of the question.

Once the questions had been presented to the quadrant and categorised
accordingly, the researcher wrote the concepts on the whiteboard and students voted
once for the concept they favoured. The researcher highlighted the most popular
concept and students voted once again for their favourite question that corresponded
with the concept chosen. The researcher wrote the question that obtained the most
votes on the whiteboard as the focus point for the Community of Inquiry. The student
who generated the focus point question began the Community of Inquiry by explaining
the origins of the question, their thought process which caused the generation of the
question, and their corresponding ideas. Students used a talking ball and took it in turns
to engage in dialogue. Students unpacked the question with the overall aim of seeking
truth and understanding from the question and linked ideas. The dialogue continued
until students reached a natural end or the session time was up.

Throughout each session, the researcher documents all questions produced on
an additional electronic form (an example of the form produced is in Appendix I).
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After each session, the researcher scanned all quadrant questions through a scanning
machine and saved them onto a memory stick.

4.4.2 ‘See, Think, Wonder: Student reflection sheets.

In each session, when the dialogue came to a natural end, or the session time
finished, students completed a ‘See, Think, Wonder’ reflection sheet. The purpose of
the sheets was to allow students to reflect on the pedagogical practice (Honan, 2015)
of the Question Quadrant and Community of Inquiry, to express anonymously any
ideas that they were unable to raise during the session. The sheet enabled some
students to provide their insight if they were shy during the dialogue and did not
contribute as frequently as others. The ‘See’ section allowed students to reflect on
something they saw within the classroom space, in their mind’s eye or during the
dialogue itself. The ‘Think’ section permitted the inclusion of ideas which were not
raised during the dialogue due to time constraints or the flow of ideas. The ‘Wonder’
section provided the opportunity for participating students to extend their thoughts
beyond the dialogue itself. Students reflected on how they felt after the dialogue, if
their thought processes were changed, influenced, or compromised in any way. The
researcher used the sheets as a data-gathering instrument to understand whether
students constructed meaning throughout each session. After each session, the
researcher scanned the ‘See, Think, Wonder’ reflection sheets through a scanning
machine and saved them onto a memory stick. The sheets were analysed by examining
common terms or phrases that addressed the research questions.

4.4.3 Researcher session notes.

Field notes are used as a data collection method to provide an in-depth
description of students throughout the process of the research. They form the context
and quality control that shape the data into “articulated, meaningful, and integrated
research findings” (Brodsky, 2012, p. 342). The field notes provide first-hand notes
that are constructed in a free-flowing manner (Brodsky, 2012). During each session,
the researcher made field notes while observing the participating students. The session
notes served two purposes. Firstly, the notes enabled the researcher to document the
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thread of each session to aid the context of the audio transcripts of the session.
Secondly, the notes enabled the researcher to record any behaviour exhibited by
participating students to ensure congruence between what was said and how students
behaved. The researcher noted any behaviour that appeared to be different to previous
sessions, for example, heightened participation during one session. The notes were
analysed by cross-referencing to the trustworthiness of the research project as they
enabled a sense of consistency to be established with the ‘See, Think, Wonder’
reflection sheets.

4.4.4 Teacher observation form.

During each Philosophy Club session, participant observing teachers were
present for duty of care purposes, to ensure all students felt comfortable, and to
complete an observation form (see Appendix II). The teacher observation form acted
as a structured observation and “involves direct observation of a setting” (McKechnie,
2012, p. 389). At the start of each session, participant observing teachers were given a
form to document any non-verbal behaviours exhibited by students. The use of a clean
form each week by the teachers enabled the researcher to establish any consistent
behaviours attributed to certain students. For example, fidgeting or shyness in one
session compared to focused delivery in another. Teachers used the form to document
behaviours such as spinning on chairs, covering faces, doodling, smiling, and such.
The teacher observation forms were used to complement the audio recordings of the
sessions. The ‘See, Think, Wonder’ reflection sheets alongside the teacher observation
forms enabled the triangulation of data to confirm students’ behaviour and reflections
aside from the audio recordings. The triangulation of data provided a sense of
consistency across the sessions of what the students said and the way they behaved.
The researcher used the information as a way of cross-checking the trustworthiness of
the data from the students. The researcher scanned each observation form through a
scanning machine and saved each form onto a memory stick at the end of each session.
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4.4.5 Semi-structured interviews.

On completion of the eight sessions, the researcher distributed invitations to all
students to participate in a voluntary semi-structured interview the following week at
their respective schools. The research project used a semi-structured interview format
to permit for more relaxed dialogue with the students on an individual basis. Lapan,
Quartaroli, and Riemer (2012) comment that “open-ended interviews are conducted
more like regular conversations” (p. 89) and permitted the researcher to engage the
students in a more responsive way. Interviews aimed to address research question
three, permitting students to individually reflect on the sessions and suggest whether
they perceived the contributions of philosophical inquiry could assist them to become
more confident learners because of their engagement with the project. As Cohen,
Manion, and Morrison (2011) explain, interviewing participants “yield considerable
authenticity to the causal accounts given or which compile a sufficiently detailed
account of a situation for the researcher to make informed comments on the workings
of causation in the situation under investigation” (p. 65). Academic literature
highlights the ability of the integrated pedagogy to enable students to become more
confident learners (Beyer, 1990; Charman & Hill, 2009 – 2012; A. Fisher, 2001; R.
Fisher, 2013; Jones, 2012; Oral, 2013). The interview method aimed to allow students
the opportunity to provide authentic comments regarding their attitude toward the
project and whether they perceived the contribution of philosophical inquiry had
assisted them to become more confident learners as a result of their participation. The
semi-structured interview also aimed to provide students with an occasion to reflect
on the overall experience, ensuring all students shared their thoughts and opinions of
the research project, their engagement with philosophical inquiry, and the integrated
pedagogy. The semi-structured interviews aimed to augment the responses from the
Philosophy Club sessions, and the ‘See, Think, Wonder’ reflection sheets. The
interviews provided an opportunity for students to reiterate what they had said
previously, or elaborate on their perceptions of the sessions, and ‘See, Think, Wonder’
reflection sheets. The researcher used an audio recording device during each semistructured interview to enable the generation of a transcript for analysis. Each semistructured interview lasted approximately ten minutes and the researcher offered
students five starting questions to aid their responses (see Appendix III for the semistructured interview questions).
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4.5 Research participants
The research project included three secondary schools in the Perth
Metropolitan area. One school is a co-educational, independent school. Another school
is an independent girls’ school. The third school is a co-educational government
school. The researcher selected the schools by a convenience sample allowing for the
comparison of student perceptions across different educational sectors based on the
each of their availability (Saumure & Given, 2012). A convenience sample enabled
schools and students to be selected “who are most ready, willing, and able to
participate in the study” (Saumure & Given, 2012, p. 126). The convenience sample
was limited due to the schools that were able to participate. Some Western Australian
secondary schools already had Philosophy Clubs established, and as the researcher
aimed to target students who had not previously been exposed to the integrated
pedagogy, a limited number of schools could be approached to participate. The
researcher sent invitations to potential teachers who advertised the project to students
in Years Seven to Ten in each school. The students were given a detailed explanation
of the intended project. By obtaining students voluntarily, the researcher hoped to find
students who possessed a curiosity or genuine interest in philosophy and/or
philosophical inquiry. Voluntary participation also aimed to ensure that students would
have a continued commitment over the duration of the research and attend sessions
regularly.

The research project included schools that had teachers who were interested in
philosophy or philosophical inquiry and willing to participate. Finding interested
teachers who were willing to participate affected the research project because few
schools responded to the invitation sent by the researcher. The researcher contacted
several schools in the area nominated; however, many of the schools contacted did not
reply promptly for inclusion in the study. Due to time constraints, the researcher
included schools that responded promptly and showed an interested in participation.

Students included in the research project ranged from ages 10 to 15 years of
age. Detailed of the participating students is given in Table 4.2.
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Table 4.2
Details of participating students.
Male

Ages

School One: Richard
Pseudonyms David
Karl
Stephen
Jackson
Brian
School Two:
Pseudonyms

12
10
12
15
14
14
N/A

School
Brendan
Three:
Roy
Pseudonyms Jamie
Stuart

14
14
14
14

Year
Group
7
7
7
9
9
9

9
9
9
9

Female

Ages

Hannah

15

Year
Group
9

Queenie
Kara
Eliza
Precilla
Sally
Bella
Penelope
Betty
Rosy
Wendy
Clara
Jenny
Charlotte

14
14
15
14
14
15
12
14
15
14
15
14
15

9
9
10
9
9
10
7
9
10
9
10
9
10

As the focus of the project was on lower secondary school students engaging
in philosophical inquiry with an integrated pedagogy, students younger than 10 or
older than 15 did not participate in the research project. The research project aimed to
fill the gap in the academic literature by conducting research with this cohort of
students. As part of the research project, Philosophy Club sessions were established at
each school in the hope of attracting students who were interested in philosophical
inquiry and perhaps considering doing courses in Philosophy in later years.

4.6 Trustworthiness
Trustworthiness includes transferability, credibility, dependability, and
conformability (Given & Saumure, 2012) and enables rigour to be brought from the
study. Shenton (2004) suggest that “investigators attempt to demonstrate that a true
picture of the phenomenon under scrutiny is being presented” (p. 63). To this end, the
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researcher attempted to re-create a Philosophy Club environment aiming to permit
students to feel as comfortable as possible, mimicking a co-curricular environment.
Each session across the schools followed the same format to ensure consistency in the
experience of the integrated pedagogy. As a result, there were consistencies across the
schools about the questions and concepts that students raised on several occasions (see
Appendix IV). The students’ questions and concepts seemed to reflect their ability to
establish general ideas from the provocation text and supported the credibility of the
student voice. The researcher also took freehand session notes in each Philosophy Club
session. Together with the teacher observation form, the session notes provided a
method of cross-checking for consistency in the integrity of the data. As Cohen,
Manion, and Morrison (2011) purport, trustworthiness “can be regarded as a fit
between what researchers record as data and what actually occurs in the natural setting
that is being researched” (p. 202). The data from the Question Quadrant, Community
of Inquiry, freehand session notes, and teacher observation forms provided a
triangulation of data across the data collection period.

To support the trustworthiness of the project, the notion of the triangulation of
data enabled an “increase in confidence in the findings through the confirmation of a
proposition using two or more independent measures” (Heale & Forbes, 2013, para.
1). Using four research methods as mentioned above, enabled the purpose of
triangulation to “use multiple data sources within the study of a single phenomenon”
(Heale & Forbes, 2013, para. 2). The use of multiple data sources, enabled the
collection of data in response to the research questions. In particular, the third research
question was addressed, as students were provided with the opportunity to explicitly
express whether the integrated pedagogy had assisted them to become more confident
learners through their contributions from the Question Quadrant, Community of
Inquiry, freehand session notes, and teacher observation forms.

4.7 Data analysis
Analysis of the data occurred in three ways. Firstly, the researcher used
qualitative content analysis (Gee, 1999) to interpret the written transcripts from the
Philosophy Club sessions and semi-structured interviews. Qualitative content analysis
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was adopted as the preferred method of analysing written transcripts as the content of
dialogue was the focus rather than the nature of the discourse per se. Secondly, the
researcher analysed data for the first and second research questions adapted from
ACARA’s (2009) capability. Another coding framework based on the literature (Table
4.3) analysed data from the ‘See, Think, Wonder’ reflection sheets and semi-structured
interviews.

Table 4.3
Academic literature on confident learners.
Author
Charman & Hill (20092012)
Beyer (1990)
R. Fisher (2013)
Oral (2013)
Jones (2012)

Basis for data analysis
Pupils bringing their own
issues in to the
community of students
Interacting with cognitive
processes
Being part of a
democratic community
Be more curious about
their own learning
Students being at the
centre of their own
learning

Coding framework
Making connections to
their personal experiences
Questioning the thoughts
of their peers
Voting for questions and
concepts
An increase in
participation
Reflecting on the sessions

The researcher also used thematic analysis (Vaismoradi, Turunen, & Bondas,
2013) to establish patterns or categories across questions and concepts generated by
the students to satisfy research question three. Figure 4.2 documents the data analysis
methods adopted for the research project.
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Figure 4.2
Data analysis methods.

4.7.1 Qualitative content analysis.

Qualitative content analysis examines language and is a social constructionist
approach (Gee, 1999). As qualitative content analysis looks for meaning and themes
in texts (Cohen, Manion, & Morrison, 2011) the analysis provides a framework to
interpret the discourse that took place in the Philosophy Club sessions, and semistructured interviews. Qualitative content analysis is the chosen method of data
analysis because it permits a scaffold from which to interpret the data. As Gee (1999)
states,

If I had to single out a primary function of human language, it would
not be one, but the following two: to scaffold the performance of
social activities (whether play, work or both) and to scaffold human
affiliation within cultures and social groups and institutions. (p. 1)
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Punch (2005) states that “most analysis is done with words. The words can be
assembled, sub-clustered, broken into semiotic segments. They can be organised to
permit the researcher to contrast, compare, analyse and bestow patterns upon them”
(p. 142). Analysing the dialogue recorded from the Philosophy Club sessions aims to
establish emerging patterns across the participating schools. Crotty (1998) states,
“only through dialogue can one become aware of the perceptions, feelings and
attitudes of others and interpret their meanings and intent” (p. 76). Analysing the data
collected in this way contributed towards satisfying the third aim of the research
project.

The verbal responses given through the Community of Inquiry require
qualitative content analysis for their interpretation and examination. Taylor (2013)
suggests that qualitative content analysis “enables researchers to explore [these]
everyday situations and practices as part of larger processes” (p. 54). Examining verbal
data through qualitative content analysis from ‘everyday situations’, such as those
discussed within the context of the Philosophy Club sessions and semi-structured
interview transcripts, provides a basis for evaluation. As ACARA stipulates several
aspects for the development of the critical and creative thinking capability, the
researcher analysed the data following the attributes identified by ACARA (refer to
Tables 4.4 and 4.5). For example, one aspect of critical thinking was hypothesising.
The researcher noted each time a student provided a hypothesis during the sessions
and documented each occasion on a spreadsheet that corresponded to the relevant
Philosophy Club session (see Appendix V). The researcher highlighted each aspect of
the critical and creative thinking capability across each transcript which enabled the
researcher to explore whether students who engage in philosophical inquiry through
an integrated pedagogy exhibit critical thinking skills, creative thinking skills, and
become more confident learners.

4.7.1.1 Coding.

The research project adopted a specific type of coding for analysing the data
collected. The coding is called a ‘descriptive code’ (Saldana, 2009). The descriptive
code “summarises the primary topic of the excerpt” (p. 3). The researcher used
ACARA’s (2009) breakdown of the critical and creative thinking capability to code
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the Philosophy Club session transcripts. A coding framework was adopted because it
“is particularly suited to the analysis of cross-sectional descriptive data enabling
different aspects of the phenomena under investigation to be captured” (Smith & Firth,
2011, p. 4). The purpose of the research project was to show that students can exhibit
the attributes associated with ACARA’s (2009) critical and creative thinking
capability, so using the attributes as the framework seemed appropriate. Allowing the
attributes to frame the collected data “enhances the credibility of the findings” (Smith
& Firth, 2011, p. 2). Table 4.4 documents ACARA’s critical thinking attributes. Table
4.5 documents ACARA’s creative thinking attributes. Both sets of attributes allowed
the researcher to code transcripts from the Philosophy Club sessions.

Table 4.4
ACARA’s critical thinking capability attributes.
A. CRITICAL THINKING
Number Element
Brief explanation
1
Interpreting.
Interpreting an idea made by a peer to clarify
understanding.
2
Analysing.
Analysing a concept to increase comprehension or
application to a new idea.
3
Evaluating.
Summing up an idea to ensure clarity or aid
conclusion
4
Explaining.
Embellishing an idea to support ideas.
5
Sequencing.
Putting ideas into an order to making comparisons
across ideas to establish a sense of order.
6
Reasoning.
Providing reasons in support of an idea or argument.
7
Comparing.
Making comparison between ideas presented by peers,
making connections to cross-curricular disciplines or
events that happened in students’ lives.
8
Questioning.
Asking questions to other peers regarding their ideas
or probing deeper into a concept or idea presented.
9
Inferring.
Making assertions within a presented concept.
10
Hypothesising. Creating a hypothesis within a presented argument or
creating a hypothetical scenario to present an idea.
11
Appraising.
Complimenting peers on their contributions, ideas,
arguments, and comments.
12
Testing.
Analysing ideas to see if they work when presented
against another idea.
13
Generalising.
Making sweeping statements about a presented idea or
concept.
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Table 4.5
ACARA’s creative thinking capability attributes.
B. CREATIVE THINKING
Number Element
14
Generate and apply new ideas
in specific contexts.
15

Seeing existing solutions in a
new way.

16

Identifying alternative
explanations.
Seeing or making new links
that generate a positive
outcome.
Combining parts to form
something original.
Sifting and refining ideas to
discover possibilities.
Constructing theories and
objects.

17

18
19
20

21

Acting on intuition.

Brief explanation
Raise a new idea within the context
of the session and apply the ideas
contextually to see if they work.
Reach a conclusion within the
session that is different to one
previously presented.
Offering a different viewpoint or
argument.
Making links between ideas to
provide a new idea or solution.
Positive in nature.
Putting ideas together to support a
theory or suggested idea.
Polishing ideas to satisfy the
concepts presented.
Putting together differing ideas
within the community of students to
define their own patterns of
knowledge.
Responding via experiences in
reaction to an idea or argument
made.

The researcher documented each display of the attributes exhibited by the participants
from each Philosophy Club session conducted. The researcher referred to the
corresponding spreadsheet (Appendix VI) when compiling the Findings chapter to
ensure that the optimum example was taken from each one of ACARA’s attributes.
An example of the spreadsheet features is provided in Appendix VI.

4.7.2 Thematic analysis.

The adoption of thematic analysis as a method to analyse the research findings
allowed for the identification of patterns and themes that emerged across the data.
Vaismoradi, Turunen and Bondas (2013) state that “thematic analysis involves the
search for and identification of common threads” (p. 400). As St Pierre and Jackson
(2014) suggest, “once coded, words can be sorted into categories and then organised
into ‘themes’ that somehow naturally and miraculously ‘emerge’ as if anyone could

114

see them” (p. 716). After transcripts from the Philosophy Club sessions were coded
using the coding framework presented above, the researcher returned to each transcript
and identified themes that arose from the findings across the sessions. As patterns
developed, a second coding framework was applied. The second framework analysed
patterns that arose in line with the third research question, namely confidence in
learning. Saldana (2009) describes the “second cycle” of coding processes as the
means to code “longer passages of text” (p. 3). The researcher analysed all transcripts
from the Philosophy Club sessions for themes in line with academic literature around
confident learners identified in Table 4.3. For example, academic literature that
suggests that students who show an increase in their participation are becoming more
confident learners (Oral, 2013).

4.8 Ethical considerations
As the research project was conducted with children, and included a
Department of Education school, ethics clearance had to be obtained from both The
University of Notre Dame Australia Human Resources Ethics Committee (HREC) and
the Department of Education in Western Australia. The researcher obtained Ethics
permission from two schools that were in the Independent School sector. Several
considerations over the duration of the project aimed to ensure the project complied
with Ethics guidelines. Participation was voluntary and informed consent was required
from all Principals, parents or guardians, students, and teachers involved in the study.
The data gathered from the students was to remain confidential and student anonymity
was to be maintained. Students returned participation forms and a corresponding
parental consent form to their participating teachers. In compliance with HREC, the
researcher provided a Plain Language Statement to students and their parents or
guardians, to inform them of the research project. The researcher assigned a
pseudonym for each participating student to allocate their responses in the Philosophy
Club sessions. Students also chose a preferred pen colour and the researcher assigned
this colour to the corresponding student’s responses. During a Philosophy Club
session, students wrote their names on each question to establish a sense of ownership
for the questions generated (Cam, 2006). In the case of this research, to protect their
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anonymity, the participating students used their chosen pen colour to generate their
questions, rather than including their name.

The researcher facilitated the sessions with a classroom teacher who was
always present for duty of care purposes and to observe the students’ non-verbal
behaviour. The presence of the teachers aimed to ensure students felt comfortable in
their environment and at ease throughout each session with the researcher.
Participation was voluntary, and students were able to decide at any point whether they
no longer wished to continue with their involvement. Students were able to tell the
classroom teacher (or later, a school counsellor) at any time their decision to
discontinue without prejudice or reprimand. While some students informed the
researchers of their inability to participate on a given occasion, no students involved
in the study ceased participation. The questions used in the semi-structured interviews
were in-keeping with the ethical considerations stipulated by the University and the
Department of Education Ethics Committees. All hand-written questions, ‘See, Think,
Wonder’ reflection sheets and teacher observation forms will be kept in a locked
cabinet at The University of Notre Dame Australia for a period of five years. After five
years, the University will destroy the information obtained through the data collection
period.

4.9 Limitations
Four limitations had an impact on the research project. Firstly, the ethics
clearance process for both The University of Notre Dame Australia and Department
of Education was extensive. As part of this process, the project was not permitted to
differentiate between school sectors. The researcher was only able to compare the data
across individual students. Therefore, the project was limited in the way the data was
analysed due to concerns about possible reputational risk to the sectors included in the
study.

Secondly, the number of philosophical inquiry classes currently available in
Western Australian Secondary Schools restricted the research project. The project was
restricted by this because schools that delivered philosophical inquiry classes were not
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targeted for participation. This limitation resulted in the selection of the schools chosen
for the research project. The research project aimed to target students who have not
had exposure to philosophical inquiry, or the integrated pedagogy.

Thirdly, the research project was limited by the number of schools that could
be approached to participate. The researcher aimed to approach secondary schools in
the Northern suburbs of Perth. The researcher was employed as a teacher on a parttime basis. Her access was limited to the schools that could be reached within the afterschool hours’ travel time available to her. Some schools were also not able to accept
the research project because of current obligations and educational priorities.

Fourthly, the sessions ran after school to cause minimal interference to students
and maximise the number of participants. Many schools offered after school activities
such as sport training or music practice. As these commitments occurred for the school
year, the project was limited because some students who may have had an interest in
participating had other after-school activities that impinged on their regular attendance
to the sessions. The project was limited in two schools by not having a consistent
number of students attending each week. One school had three students begin the
sessions towards the end of the data collection period due to their participation in a
school event. Another school had two students who did not attend the sessions
regularly due to other after-school commitments. Nevertheless, their irregular
attendance did not seem to have an impact on their understanding of the storyline or
ability to interpret the philosophical ideas contained within the provocation text.

4.10 Chapter Summary
The purpose of the research project was to establish whether students in
Western Australian lower secondary schools who engage with the integrated pedagogy
of the Question Quadrant and Community of Inquiry can exhibit attributes associated
with the critical thinking capability, the creative thinking capability, and perceive the
contribution of philosophical inquiry in assisting them to become more confident
learners. The overview of the research plan documented the intentions for the research
and how the data would be collected and analysed. The theoretical framework
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explained how constructionism was the epistemology adopted for the research project.
The ideas underpinning this qualitative research explored how students can experience
philosophical inquiry through an integrated pedagogy. The chapter outlined the
perspective of interpretivism and symbolic interactionism as the lens to view the
project findings. The research plan included an explanation of the methodology of data
collection using experiential research. Various methods for the research project were
outline such as: the integrated pedagogy, ‘See, Think, Wonder’ reflection sheets,
researcher session notes, teacher observation of non-verbal behaviour feedback forms,
and the semi-structured interviews for collecting data. The chapter described the target
population, resulting sample of student participants and considered the trustworthiness
of the project. The data analysis methods explored the notion of qualitative content
analysis, coding framework, and thematic analysis to analyse the data collected.
Finally, the ethical consideration and limitations connected to the research were
outlined as evidence in support of any restraints the research project encountered. The
following chapter presents the findings from the data gathered from above in line with
the three research questions.
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Chapter Five: Presentation of Research Findings
5.1 Introduction
The purpose of this chapter is to present the findings of the research project.
The findings reflect how lower secondary school students exhibit the attributes
associated with the critical and creative thinking capability and how they perceive the
contribution of philosophical inquiry through an integrated pedagogy can assist them
to become more confident learners. The findings are presented in response to the three
research questions. Firstly, how do lower secondary students exhibit the attributes
associated with the critical thinking capability through philosophical inquiry?
Secondly, how do lower secondary students exhibit the attributes associated with the
creative thinking capability through philosophical inquiry? Lastly, how do lower
secondary students perceive the contributions of philosophical inquiry through an
integrated pedagogy can assist them to become more confident learners? Throughout
the data collection period, a large amount of data was recorded. The researcher chose
examples that most suitably displayed the varying attributes of the capability and
perceived confidence in learning. Table 5.1 outlines the overview of the chapter.
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Table 5.1
Overview of Chapter Five: Research findings.
Sub-heading
5.1 Introduction
5.2 How do lower secondary students
exhibit the attributes associated
with the critical thinking
capability through philosophical
inquiry?
5.3 How do lower secondary students
exhibit the attributes associated
with the creative thinking
capability through philosophical
inquiry?
5.4 How do lower secondary students
perceive the contributions of
philosophical inquiry through an
integrated pedagogy can assist
them to become more confident
learners?

Key findings
5.2.1 Coding framework of the critical
thinking capability found in
Philosophy Club transcripts

5.3.1 Coding framework of the creative
thinking capability found in
Philosophy Club transcripts

5.4.1 Making connections (Charman &
Hill, 2009 0 2012).
5.4.2 Questioning the thoughts of their
peers (Beyer, 1990).
5.4.3 Voting for questions and concepts
(R. Fisher, 2013).
5.4.4 An increase in participation (Oral,
2013).
5.4.5 Reflecting on the sessions (Jones,
2012).

The research project acknowledges that a wide range of academic literature has
been produced on the individual aspects of both critical and creative thinking skills
(Alston, 1995; Beyer, 1995; Cambourne, 2013; Cox, 2012; Cremin, 2006; de Bono,
1992; Ennis, 1993, 2011; Fisher, 2001, 2006, 2010; Gibson, 2005; Golding, 2011;
Haynes, 2014; Lipman, 1988, 2003; McCall, 2013; McPeck, 2017; Paul, 1990; Siegel,
1980; Torrance, 1993, 1995). However, the project focuses on ACARA’s capability
and the individual attributes outlined in their literature (ACARA, 2009). Table 5.2 and
5.3 outline a brief explanation of each attribute of the critical and creative thinking
skills. Supplementary literature aided to validate the use of ACARA’s attributes as the
elements they stipulate appear to be the most commonly adopted for the development
of each skill (Fisher, 2013; Jensen & Kennedy White, 2014). The research project
aimed to focus on the exhibition of ACARA’s capability, to satisfy the link between
ACARA and the Melbourne Declaration (2008).
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For research question one, findings indicated that attributes of ACARA’s
critical thinking capability occurred across all schools; however, some attributes
seemed more prominent that others. While other attributes seemed to occur during
every Philosophy Club session, some arose at varying times and frequency throughout
the data collection period. For research question two, a similar pattern of findings was
found.

Data collected in response to research question three documented findings that
students perceptions indicated that they become more confident learners in five areas.
Students seemed to make connections to their personal lives or the ‘wider world’;
questioned the thoughts of their peers; voted for questions and concepts; showed an
increase in participation; and reflected positively on the sessions on the ‘See, Think,
Wonder’ reflection sheets, and responses in the semi-structured interviews.

5.2 How can philosophical inquiry develop the critical thinking capability
in lower secondary school students?
Findings in response to the first research question were drawn from evidence
obtained using the coding framework adapted from ACARA’s critical thinking
capability. The research project used the examples of critical thinking suggested by
the Authority (ACARA, 2009) as a coding framework to see whether the integrated
pedagogy could encourage the exhibition of attributes associated with critical thinking
skills. Table 5.2 outlines the coding categories in the framework with a brief
description of each attribute that the researcher used to analyse the data collected for
research question one.
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Table 5.2
Outline of the coding categories for the critical thinking findings.
Section Category
CRITICAL THINKING
5.2.1
Interpreting
5.2.2

Analysing

5.2.3

Evaluating

5.2.4

Explaining

5.2.5

Sequencing

5.2.6

Reasoning

5.2.7

Comparing

5.2.8

Questioning

5.2.9

Inferring

5.2.10

Hypothesising

5.2.11

Appraising

5.2.12

Testing

5.2.13

Generalising

Brief explanation
Students interpret an idea made by a peer to further
understanding.
Analysing a concept to increase comprehension or
application to a new idea.
Summing up an idea to ensure clarity or aid in
reaching a conclusion.
Expanding an idea to support claims.
Putting ideas into an order to making comparisons
across ideas to establish a sense of order.
Providing reasons in support of an idea or argument.
Making comparisons between ideas presented by
peers, making connections to cross-curricular
disciplines or events that happened in students’ lives.
Asking questions to other peers regarding their ideas
or probing deeper into a concept or idea presented.
Making assertions within a presented concept.
Creating a hypothesis within a presented argument or
creating a hypothetical scenario to present an idea.
Complimenting peers on their contributions, ideas,
arguments, and comments.
Analysing ideas to see if they worked when presented
against another idea.
Making sweeping statements about a presented idea or
concept.

5.2.1 Interpreting.

According to ACARA (2009), the notion of interpreting is the process of
gaining clarity of, and more knowledge about, an idea presented by peers. Throughout
the Question Quadrant and Community of Inquiry activities, interpreting appeared to
arise in differing ways. Firstly, students were able to clarify terms within a question
posed, to further understand the nature of the question. Secondly, students showed
their ability to interpret the implications of a question and the corresponding ideas.
Thirdly, the way students interpreted the Question Quadrant ensured the most
appropriate placement of the question presented. Lastly, students were able to interpret
the questions posed to the Question Quadrant and any other clarifying questions within
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the dialogue to ensure they understood their peers. Interpreting in this way, the students
appeared to strengthen their understanding of questions, concepts and ideas presented
within the Philosophy Club session.

In the Question Quadrant activity, students showed examples of interpreting
terminology. Stephen generated the question, “If fate is pre-determined how therefore
can time be linear?” The students began to interpret the question prior to its placement
in the relevant section of the quadrant:

Richard:
David:
Richard:
David:
Richard:
David:
Richard:
David:
Richard:

I do not know of, I do not know many of the meanings
of the words you are asking in that question.
I know the meaning of them and I think I understand.
Do you understand the question?
Yeah.
I do not understand.
If time goes in a straight line then how can fate be predetermined?
I do not know what pre-determined means.
It is how can it already be decided.
Ohhh.

David’s understanding of the term ‘pre-determined’ appeared to aid his
comprehension of Stephen’s question. David then helped Richard to understand more
clearly the implications of Stephen’s question by further clarifying his understanding.
David’s attempt at interpreting the question seemed to help Richard to understand and
enabled the students to begin the Community of Inquiry from the same starting point.

Later in the Community of Inquiry of the same session examining the same
question, students appeared to critically engage in dialogue to further interpret the
implications of the question. The dialogue involved Stephen and David interpreting
the ideas involved with people’s lives being pre-determined:

Stephen:

David:

Where it is true that the statement can be seen in that
sort of way of someone is controlling you, you can also
see it…that you have pre-determined yourself…you
have pre-determined everything you are going to do so
it is your choice but now we are just living out those
choices as if it were linear.
So, it is your choice, but you have already made the
choice? So, basically what you are saying is that it is
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your choice what you want to do but you determine
your fate, but the choice has already been made you are
just doing the choices.
David interpreted Stephen’s contribution by clarifying that he has understood him
correctly. Interpreting the implications of Stephen’s question and corresponding
reflections on whether people’s lives and fate are pre-determined, seemed to enable a
deeper understanding of one another’s idea. The interpretation of ideas in this way
seemed to provide students with the opportunity to strengthen the sense of community
between them as they learned more about one another as the sessions progressed.

In another session, students interpreted the concept of fate in relation to a
question generated by Queenie. This question seemed to allow students to become
engaged in interpreting the necessary elements of the concept of fate. In turn, they
appeared to gain clarity around the question and decide on the relevant quadrant:

Queenie:
Kara:
Queenie:
Queenie:
Eliza:
Kara:
Eliza:
Queenie:

‘Are accidents decided by fate?’
I feel like all accidents are past tense.
No, fate would already have been decided.
No, ‘Were accidents decided by fate?’ as in fate that
has already been decided so it was decided.
Oh, you have improved the question.
Yeah, are accidents the same if they are in the future?
Which quadrant?
I think it is probably a question about life.

Queenie’s question required interpretation due to the students’ understanding of the
terms ‘accident’ and ‘fate’. During the Question Quadrant activity, students interpreted
the ideas contained within Queenie’s question to determine the best fitting quadrant.
Kara interpreted the ideas of tense within Queenie’s question to further understand
whether accidents were decided by fate. The students then engaged in discussion to
interpret the question more fully and collaboratively decided on the ‘Questions about
real life’ section of the quadrant.
During a different session, students raised the idea of ‘same’ and engaged in
dialogue to further understand the question, ‘If everyone was the same would anyone
achieve anything?’
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Jamie:

Roy:
Jamie:

I think this is important to talk about because if
everyone was the same and someone did do something,
it is possible that it would not be counted as an
achievement because everyone else would also have
done it.
Do you mean by the same, the same aspirations and the
same beliefs?
Like they said in the text, if everyone was the same,
they would not be able to tell each other apart.

Jamie drew on the ideas contained within the provocation text and referred to the
section of the story that encouraged the generation of his question. Roy asked a
clarifying question to further interpret Jamie’s ideas. Jamie seemed to further interpret
his question by clarifying his understanding of the idea of ‘same’ and how that can
have an impact on achievement. As the students interpreted their ideas, they possibly
became more knowledgeable about the terminology adopted throughout the sessions.
The interpretation of terms by Jamie and Roy may have enabled them to gain a deeper
understanding of the implications of the question and develop the dialogue more
clearly.

5.1.2 Analysing.

The researcher understood the process of analysis within the Philosophy Club
sessions was based on ACARA’s (2009) description to delve into an idea presented
and attempt to increase comprehension or application to a new idea. Within the body
of data collected, students displayed the analysing component in both the Question
Quadrant and Community of Inquiry activities. Analysing ideas and concepts in this
way seemed to allow students to have a greater understanding of theories or widely
accepted rules. Developing skills such as analysis may have the potential to create
more succinct arguments within a philosophical dialogue (Cam, 2006).
In a Community of Inquiry, Richard analysed the concept of time. Richard’s
peer, Stephen, posed the question, “If fate is pre-determined how therefore can time
be linear?” Richard analysed the concept of time within the context of the Community
of Inquiry:
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Richard:

Well, I ask my question, many times, what is time? Is
it true, do we follow time, or do we just get stuck in like
a little box constantly repeating events? Well maybe
not repeating over and over again but maybe we do not
actually move time at all. Maybe time does not move
at all.

Richard’s analysis of the concept of time seemed to enable him to consider what time
was and whether it stood still or moved. Richard appeared to apply his ideas of time
to a different idea of whether people could move time and how time related to events
in people’s lives. It is possible that Richard’s analysis of the concept of a time enabled
him to see the ideas contained within the concept of time in a different way. In turn,
this analysis allowed Richard to further clarify any existing ideas about time he may
have already had.

In a different session, during a Community of Inquiry analysing the question,
“Are moral rules immoral because you’re telling someone how to live their life?”
students raised the concept of moral rules and how society functions with them in
place:

Roy:

Stuart:

But, if we say that the moral rules were reversed, that
would be the rule. Everyone would be doing it,
everyone would be used to it and that is what society
would create, new moral rules based on that.
I think these rules have been designed so that way we
function better. If we show kindness, people will give
you kindness in return and through that system, it is
beneficial to our society.

Roy and Stuart appeared to analyse the ideas of moral rules and the way these ideas
have an impact on society. Roy analysed the idea that moral rules can be reversed and
explained that if that were the case, people were familiar with it and they can adapt
their behaviour accordingly. The dialogue seemed to show that Roy and Stuart
analysed the idea of moral rules and examined the potential benefits to society if people
were encouraged to be kind rather than punished for wrong-doing. Within the context
of the Community of Inquiry, students referred to a system of rehabilitation that
worked to inhibit members of society from wrong-doing in the first instance, rather
than punish them for crimes such as those committed by the poor or needy.
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During another session, students engaged with the question, “Is there a higher
power or powers?” Throughout the Community of Inquiry, Penelope seemed to
analyse the concept of how the earth began and presented ideas from religious belief
and science-based discovery:
Penelope:

Well, the question is, “Do we have any proof?” So, we
do not really have any much proof, but we think that
there is the Big Bang and then? But what caused that,
there is nothing to tell us, something must have
happened there, can that be proof of a higher power?

Penelope seemed to analyse the concept of a higher power by engaging with the idea
of proof. Penelope’s analysis of the ideas contained within the notion of proof seemed
to encourage her to explore the idea further. Penelope’s reference to the Big Bang
theory appeared to strengthen her analysis; however, as the idea of proof does not seem
to satisfy her reflection, Penelope may not have answered her initial question
satisfactorily.

5.1.3 Evaluating.

The notion of evaluating, as proposed by ACARA (2009), functioned in an
inquiry by summing up an idea presented within the context of the Community of
Inquiry or at the end of the Philosophy Club session. Evaluating ideas or concepts
raised within the context of the session was possibly related to the understanding of
each student. The evaluation at the end of a Community of Inquiry seemed to enable
students to bring all the threads of their ideas and arguments presented within the
Community of Inquiry to a conclusive end. On occasion throughout the data collection
period, students did not research a conclusion or a mutual end. The summary appeared
to enable them to review the ideas shared and some ideas raised the need for more
analysis in the future. Students did show evidence of evaluating a concept or idea by
themselves, or collectively with their peers, to gain clarity and engage further with the
dialogue.
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At the end of a Community of Inquiry engaging with the focus question, “Does
money determine happiness?” Richard appeared to evaluate the ideas presented by his
peers:

Richard:

Yes, that is what I am saying. I just said that money can
also lead to happiness as well even if you have it. That
is why some people with lots of money have achieved,
like Bill Gates. He is not probably the most unhappy
person ever. I mean he has family, he has given
millions to charity, but that is another thing with his
family, that love him and look after him.

Richard evaluated the concept of happiness presented by his peers and used the
example of Billy Gates to seemingly strengthen the ideas discussed. A prominent
feature of the dialogue about happiness was, whether money or the lack thereof,
decided happiness. The students seemed to refer to several examples of celebrities and
religious figures, attempting to clarify whether financial wealth was necessary for a
happy life. Earlier in the dialogue, Richard referred to his grandfather who he
explained had an extended family but lived alone and enjoyed gardening. Richard
concluded that his grandfather was happy because he had family and his garden. The
students also referred to Bill Gates based on their perception of the media’s portrayal
of him as an unhappy man despite the magnitude of his financial wealth. Richard’s
evaluation of the Community of Inquiry seemed to bring together the threads of the
dialogue. Students combined their ideas that giving money to charity and having
money is seemingly just as important as any other kind of wealth for someone to be
happy.
During a Community of Inquiry engaging with the question, “What is our
purpose on earth? Does everyone have a purpose and are they all the same?” Penelope
appeared to evaluate the concept of purpose:

Penelope:

…That is probably the concept of God because we
think of God as the giver and creator of our
purposes…if there was no purpose then humanity
would have already died out because naturally humans
would not keep reproducing if there wasn’t something
to keep them alive. Because you cannot live without
food and water and you needed to hunt and find edible
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things to continue. And if humans had just been too
lazy to do that, they would have just sat in their caves
all day waiting for the food to come to them, being
eaten and humanity would already be dead.
Within the context of the Community of Inquiry, Penelope singlehandedly evaluated
the concept of purpose in relation to a previous point made by Queenie. The students
began discussing purpose and the concept of a Christian God as the figurehead who
decided everyone’s purpose. Penelope attempted to evaluate that if there was no
purpose to humanity’s existence then people would have already died out. Penelope’s
evaluation was based on the notion that purpose was the driver that kept people going
and was the motivation behind their existence.
During a different session looking at the question, “Is the death of an animal
different to the one of a human, obviously, you feel different. However, if the fact that
the organism has died differ from human to animal?”, students discussed the
importance of the food chain at length. The students seemed to collaboratively evaluate
the ideas within the Community of Inquiry and referred to the apparent importance of
bees in the world:

Jamie:

Stuart:
Roy:
Brendan:
Jamie:

Stuart:
Jamie:
Stuart:
Roy:

If there was say, all the bees in the world, or a human,
you would take one human…So, you could conclude
that one humans’ life is worth ten thousand bee lives.
So, we could get a mathematical formula to discover
the value of human life?
Bees will always be more valuable, because, without
the bees the planet dies.
They control the humans.
They basically control the world. I think that is a good
point to point out because, I like to live. I am sure most
humans like to live but we do not do much for the
environment.
Typically, we destroy the planet on an individual
scale.
That would not happen if it was not for humans.
So, what we have concluded is that.
The bees outrank us.

Students worked collaboratively to evaluate the notion of the food chain and the
importance of bees for the survival of the planet. Throughout the dialogue, the students
discussed the importance of animals for human survival and the impact humans have
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had on the apparent destruction of the planet. The students worked together to evaluate
that humans collaborating with some animal species can protect the planet from
devastation. By evaluating ideas in this way, the students possibly took a lead in
protecting the planet from the potential result they discussed within the Community of
Inquiry.

5.1.4 Explaining.

The notion of explaining means to expand ideas to support claims (ACARA,
2009). In the eventuality of a student making a claim, the explanation of that claim by
expanding on an idea helped to understand further the nature of the ideas. Students
appeared to display skills in explaining in two ways. Firstly, students explained the
ideas contained within the context of a question generated. Secondly, students
explained their viewpoints more fully. Providing explanations in support of any
arguments or thoughts presented within the Question Quadrant or Community of
Inquiry activity seemed to encourage students to see the validity within the claims of
their peers. While students in each research group attended the same school, not all
were familiar with each other. So, explaining their viewpoint or idea presented within
the community appeared to be necessary for the others in the community to understand
their contributions more fully. By explaining and expanding ideas, the students seemed
to allow for all students to fully understand each other and the points they brought to
the community.

During one session, students explained a concept or question they had
generated more deeply. For example, in a Question Quadrant activity, one student
explained another students’ question:

Jamie:
Roy:

My first question is, “Is there a difference between
fights and arguments?”
I do not think arguments and fights have the same
outcome because two kids arguing have nowhere near
the same effect as two politicians arguing and causing
a world war.

Explaining the concept or question more fully seemed to enable the community of
students to be aware of the boundaries set within the context of the dialogue.
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Explaining in this way possibly helped students create a greater sense of validity to the
ideas they presented. For example, Roy seemed to expand on Jamie’s question which
may have shown Jamie that Roy had understood his question in the way Jamie had
initially intended. Ensuring all students understood terms and ideas contained within
the sessions appeared to strengthen the dialogue and make sure that all students were
at the same point of the argument.

On other occasions, students seemed to justify their viewpoints by giving a
greater understanding rather than simply explaining their ideas. In a Community of
Inquiry discussing the focus question, “Was life meant to follow certain events or is it
completely random on what happens?” Karl referred to an event in the provocation
chapter where Rufus the dog became injured by running out in front of a car. Karl
justified his ideas using the concept of ‘inevitability’ to support them:

Karl:

Sure. I agree with both of you guys. I think events are
random, well it really depends on our actions. Because,
it was sort of inevitable that the dog was going to get
hit because the driver was going over the speed limit,
and the dog was running over the road. The dog and the
driver chose to do those things, that it was going to
happen anyway.

Karl expanded on his ideas of ‘inevitability’ by using an example from the text to gain
further understanding. Within the context of the above Community of Inquiry, students
explored the compatibility of free-will and determinism. Karl seemed to take the freewill side at the start of his contribution by suggesting that events are random. Karl then
referred to the text and provided a different angle to his ideas by suggesting that
perhaps events are not random but can be determined or ‘inevitable’ instead. By
referring to the text, Karl was able to clarify his ideas and viewpoint.
In another session engaging with the focus question, “Is fate pre-determined?”
Queenie justified her thoughts using concepts such as ‘higher power’ and ‘free will’
to more deeply express her thoughts:

Queenie:

…Is there a difference between having a higher power
and whether we have free will because having a higher
power sort of establishes whether we have free will…if

131

you believe in a higher power you would usually be
thinking they would be in control of your fate. But
some portrayals of God…sort of let you make your
own decision…I guess it depends on what sort of thing
you are believing in…
Queenie appeared to justify her ideas of fate and the potential compatibility with the
idea of a higher power. Using the idea of personal belief, Queenie wanted to justify
her ideas which could add a sense of validity to her point of view. Throughout the
above Community of Inquiry, students explored the people’s beliefs in religious
figures and whether these figures control people’s free will. Queenie explained her
ideas of how fate and free will can work together by referring to how people hold
certain beliefs in relation to their religious faith or notion of free will.

5.1.5 Sequencing.

The notion of sequencing was taken as putting ideas into an order or making
comparisons across ideas to establish a sense of order (ACARA, 2009). The exercise
of sequencing seemed to allow students to see similarities, differences, or patterns of
arguments within the dialogue of the Community of Inquiry. The students appeared to
display the notion of sequencing in two different ways. Firstly, students tended to
present some ideas in a sequence or list of one idea or question leading on to another
in succession. Students did this frequently across the sessions as these examples
illustrate:

Richard:

Is there an afterlife? Is there an actual afterlife? What
can you do in the afterlife? Is there any freedom? Is it
strict? Do you still need to behave? Do you have the
freedom to do anything? And how do you get to the
afterlife? Do you have to be nice like people say or can
you do anything? Do you, can anybody get into the
afterlife?

Stuart:

What should our freedoms be? What should their
freedoms be? Should they have all the freedoms that
we have?

Penelope:

On your point of who came up with the society rules
anyway? What is the point of society rules? Why do we
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follow society? Why do we want acceptance? Why do
we want friends? What is the point of all of this?
By presenting a series of questions in this way may have enabled students to
individually show their thought patterns while potentially broadening the scope of the
question. At times, asking questions in succession became overwhelming to some
students as they did not have one question to tackle, but a series of questions. Over the
course of the sessions, students asked a series of questions less frequently. However,
further research would be needed to determine the reasons for this decline.

Secondly, students displayed sequencing through sequential reasoning.
Identifying the rules of sequencing, like the student in the next example, may aid their
study in school by complementing the content they learn. During a dialogue that
focused on the question, “Should you ever hurt people’s feelings?” Stephen displayed
this pattern of sequential reasoning, “if P, then Q” (Millett & Tapper, 1007):

Stephen:

So, you are raising the argument that the needs of the
many outrank the needs of the few. Which is sort of that
classic idea…when it is more individual than if it is in
the grand scope of things...a quote by Stalin…which is,
“The death of one is a tragedy but the death of a million
is a statistic” which sort of ties in with the idea that,
helping a million people but hurting one person’s
feelings could be more dramatic since you are hurting
one person…So, in saying that would you say that if I
were to hurt the feelings of a million people, you would
say it was the same to just hurt one person’s feelings
rather than a million? Because that sort of raises a
whole dilemma of if one person’s feelings being hurt is
the same as a thousand people’s feelings being hurt
then is it okay for a thousand people’s feelings to get
hurt?

Towards the end of his contributions, Stephen showed a sequenced line of reasoning
drawing out the argument that if it is okay to hurt one person’s feelings, then it is
equally acceptable to hurt the feelings of a thousand people. Within the Community of
Inquiry, other students explored the ideas of hurting people’s feelings. They discussed
whether, if it was one person or a thousand people, feelings are feelings and there are
potentially few situations where it is okay to hurt them. Stephen referred to the
quotation by Stalin (“The death of one is a tragedy but the death of a million is a
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statistic”) which appeared to strengthen his ideas, complement his argument, and give
a context to his sequential reasoning.
In another session that looked at the question, “Which way is a better way to
view the world, everything set in stone or choose your own fate?” Charlotte displayed
the same, “if P then Q rule”:

Charlotte:

So, if ‘what will be will be’ and everything is set in
stone, then how come some people are born into a
wealthy life and do not do much while some people, in
Africa, save up for ages, get a bike and think it is the
best thing in the world?

Charlotte explored the differing lives that people are born into and made a comparison
between being born into a wealthy life or being born into potential poverty. By making
such a comparison using the “if P then Q rule”, Charlotte possibly displayed the
unethical nature of pre-determination. Within the Community of Inquiry, the students
discussed the ethical norms of determinism and free-will, referring to similar examples
like Charlotte. Charlotte showed that if life is ‘set in stone’ then the distribution of
fairness is not equal between the wealthy and the poor. Charlotte’s sequential
reasoning appeared to show the imbalance of fairness that some people face across the
world, to add weight to her argument.
In a different session that focused on the question, “What is our purpose on
earth? Does everyone have a purpose and are they all the same?” Betty displayed
similar sequential reasoning:

Betty:

You believe that you have a purpose in us but we can
never find out. If you can never find out, can we ever
know that we have a purpose?

Betty’s contribution also seemed to display the, “if P then Q” line of reasoning. The
sequential reasoning was conditional and added weight to the propositions presented.
Betty’s contribution showed the underlying paradox of purpose. That is, if people can
never find out what their purpose is, can they ever know that they have one? Within
the Community of Inquiry, students explored the ideas of purpose and where they
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thought people’s purposes came from. Betty showed the irony of purpose through her
use of sequential reasoning, that potentially, a person may not find out what that
purpose is.

5.1.6 Reasoning.

Reasoning was viewed as the process of providing reasoning in support of an
idea or arguments (ACARA, 2009). Reasoning was considered differently from
explaining because support from an example strengthened the notion of reasoning.
Students showed that they could give reasons to strengthen the ideas they presented
within the sessions. As the frequency with which they offered reasons of this nature
increased, it was possible that students developed their ability to reason as time
progressed. Using examples and connections to their own lives, also suggested that
students were able to attribute meaning to their studies. Like sequential reasoning,
students seemed to present reasoning that created and supported an argument. Such
reasoning appeared to be developed through the community of students over the course
of the sessions.
In a session that engaged with the question, “Should you ever hurt people’s
feelings?” students explored their ideas using examples from their own lives. The
examples imply a justification of their arguments and added weight to the ideas they
each presented:

David:

Richard:
Stephen:

I was reading this philosophy book a few days ago, it
was by Stephen Law. It raised the issue that killing is
wrong…They were talking about how religions say
killing is wrong. But they are saying, because some
people think that if God, us, and other aliens said that
killing was right, would killing still be wrong? Which
raises the same issue, would hurting people’s feelings
be right or wrong?
…I believe there is no such thing as wrong and right…
If you believe there is no such thing as right and wrong,
then what is to stop you from, I am going to have a very
extreme example, killing us all right now? Because if
there is no such thing as [right and wrong], [is there] a
problem with that?
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David’s initial contribution referred to a philosophical text that explored the ethics of
being killing. He used this example to support his claims that if God had said killing
was right, would that make it right? The example that David used seemed to give
reasons to support his ideas that people potentially consider killing as wrong because
God has commanded it. Stephen challenged Richard’s ideas and referred to an example
contextualising the argument. Giving reasons like these seemed to add weight to their
arguments and a context to the ideas they raised.
In another session, students tackled the question, “Is the death of an animal
different to the one of a human, obviously, you feel different. However, is the fact that
the organism has died, differ from human to animal?” Students explored the ideas
around the importance of death comparing humans to animals:

Stuart:

Roy:
Brendan:
Roy:

Stuart:
Roy:

…What was going to put our species before other
species in some instances. For instance, if it is a life or
death situation, whether I am going to save a human or
an animal, I am sure most people are going to save the
human.
I think it is whether say, Brendan, had to choose
between someone he knew or his dog.
Oh, I have no idea.
I think we would probably, if the dog had a bigger
connection to him he would probably choose the
animal. Because, say you had to pick between a man
you have never met or your pet. But, then you pick the
pet and it turns out that man had the cure to cancer.
Well, you cannot know that.
Unless you know all the factors, you cannot decide.

Within the Community of Inquiry, the students seemed to justify their choice of the
death of human over an animal. Roy referred to which choice Brendan would
potentially make between saving a human over saving his dog. Roy further
strengthened his point by using the ethical thought experiment of the ‘trolley problem’
to justify which choice could potentially have the favoured outcome. The ‘trolley
problem’ is an ethical dilemma that presents a conundrum. The experiment presents a
hypothetical situation that requires a decision of whether it would be ethical to kill one
person in order to save the lives of five people (Thomson, 1985). The researcher was
unsure as to whether Roy was familiar with the ‘trolley problem’; however, the
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reference seemed to add weight to his argument and permit Roy to conclude that unless
people have all the factors of the situation, a decision may not eventuate.
In a different session engaging with the question, “Do animals / pets consider
us friends or do they just exploit us as a means to survive?” Kara seemed to justify her
point of view using reasoning:

Kara:

What I propose is that dogs are exploiting us more than
cats because they have this intelligence…They have
learnt to act like that, they bang their tails and we pat
them, and wag their tails and be all cute because they
want to get this kind of attention. They know that
humans will respond positively to things like
that…What my point is that there were wild or feral
cats and they lived in solitude. Cats like to live by
themselves…They have chosen to come into the
comfort of human society and be with humans. While
dogs were domesticated forcibly over generations. So,
who really chose to be our friends?

Kara appeared to use the line of reasoning to justify that cats have chosen to be around
humans while dogs are more intelligent and understand how to get certain reactions
from their owners. Using reasoning in this way, Kara appeared to conclude that dogs
exploit humans for their survival, whereas cats make a conscious choice to co-habit
with humans.

5.1.7 Comparing.

Comparing is making a comparison between ideas presented by peers and
making connections to cross-curricular learning areas or events that happened in
students’ lives (ACARA, 2009). Making comparisons between concepts, ideas,
showing similarities or distinctions dually exercised the sequencing attribute of
ACARA’s critical thinking part of the capability. Students seemed to exercise their
comparing skills in differing ways by making connections to questions or ideas raised
in previous sessions, making connections to ethical theories or political regimes.
Students’ arguments appeared to be strengthened by having comparisons made
between their ideas and ethical theories which could also signify increased
understanding of the ethical theory itself.
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Comparing concepts, ideas, identifying similarities or making distinctions was
frequently reflected within the body of data collected. Students made comparisons in
two ways during the sessions. Firstly, students made connections, distinctions,
similarities and differences between questions and concepts generated in previous
sessions. The focus question for one session was, “If fate is pre-determined how
therefore can time be linear?” A question generated in the next session was, “Is
everything we do pre-determined?”

David:
Stephen:

Is everything we do pre-determined?
Like the last one.

Stephen raised the point that the concept of determinism had been mentioned in a
previous session, consequently making a connection between the two sessions.
Students seemed to frequently point out the repetition of topics, concepts, or questions.
On occasion, students expressed a dis-interest to repeatedly discuss topics. For
example, during a session when the students were voting for their favourite concept
the researcher expressed that the concept of “fate” had been discussed in a previous
session. Queenie expressed:

Queenie:

Let’s not go in to that please.

The potential cause for the reasons why students appeared dis-interested to discuss
topics or questions that had already been addressed needs to be further researched.

In another session, Brendan similarly connected the question posed to a
previous session.

Roy:
Brendan:

My last one is, ‘Does fate exist?’
Is that not basically what we discussed last week?

Brendan expressed that the concept of fate was discussed in the previous session.
Throughout the dialogue of the Question Quadrant activity, students expressed interest
in the questions but did not seem keen to repeat the concept in the Community of
Inquiry.
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Comparably, in a different session, Penelope connected her ideas to a previous
session’s contribution:

Penelope:

I think that at one of the earlier sessions, when we were
talking about lies, Eliza mentioned something about
lying about something, or about telling the truth about
someone’s hair.

Penelope referred to a previous dialogue where students had engaged in discussion
about an insincere compliment given to a friend and whether making an insincere
remark was lying. By making connections to a previous session as in Penelope’s case,
students appeared to contextualise the dialogue, and allowed them to further
understand each other’s viewpoints. On occasion, referring to previous sessions
encouraged students to trigger memories of the discussion and reflect on the ideas
presented. Students reflected on each session with the ‘See, Think, Wonder’ reflection
sheet; however, sometimes students reflected without prompting. Such reflection
potentially indicates that students’ memory of previous sessions was significant.

Furthermore, students made connections and comparisons to philosophical
thought experiments, ethical theories such as utilitarianism, and scientific theories
such as Natural Selection. In a session that engaged with the question, “Which way is
a better way to view to view the world, everything set in stone or choose your own
fate?”, Charlotte made a connection to the ‘brain in a vat’ thought experiment that
suggests an alternate reality where humans are merely brains that exist independent
from a body (Putnam, 1981):

Charlotte:

But with the free will question, could that relate to the
philosophy about how we are just a brain and we are
being controlled?

Charlotte seemed to connect the idea of free will to the concept of an alternate reality,
potentially strengthening her argument. By referring to the philosophical thought
experiment in this way, Charlotte seemed to expand on her ideas of free will and made
the connection that a person can potentially be a brain that is under control by an
external force. Charlotte’s argument was strengthened as the concepts of free will and
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external control were seemingly incompatible suggesting an alternative idea to her
argument.

5.1.8 Questioning.

Questioning is the ability to ask questions to peers regarding their ideas or
probing deeper into a concept or idea presented (ACARA, 2009). The students’ ability
to question occurred throughout the data collection period. Students showed that they
could present questions to the quadrant generated from the provocation, pose questions
within the context of the dialogue and ask further questions to clarify a concept or
point of view.

The Question Quadrant activity inherently required students to exercise their
questioning skills (Cam, 2006). As the sessions progressed, the frequency of questions
that featured in the ‘Questions about real life’ section increased. Across the sessions,
the frequency of questions varied from one, to thirty-three questions generated. A
display of the thirty-three questions generated from the ‘Questions about real life’
section feature in Appendix VII. Similar themes appeared to run throughout the
sessions, encouraging the generation of similar questions from the provocation text.

In one session, the provocation text encouraged the generation of concepts such
as free will and fate. The range of questions that students generated within these
concepts and that featured in the ‘Questions about real life’ section of the quadrant
was:

Jamie:

“Do we have any free will?”

Charlotte:

“Which way is a better way to view the world –
everything set in stone or choose your own fate?”

Roy:

“Can we control the future?”

Queenie:

“Do we have free will?”

Sally:

“Is our fate controlled by something?”

Eliza:

“Do we really decide our own free will or is everything
we do pre-determined?”
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Precilla:

“Is anything certain in life?”

Kara:

“Can our fate change?”

Queenie:

“Is our fate pre-determined?”

Richard:

“Was life meant to follow certain events or is it
completely random on what happens?”

Students appeared to generate similar questions from the provocation text because the
tone of the chapter reflected the concepts of free will and fate. It may be the case that
Cam (2011) had perhaps intended for students to generate such questions, but further
research may be required to determine this notion.

5.1.9 Inferring.

ACARA (2009) suggests that inferring refers to making assertions within a
presented concept. Students showed ways of inferring within the context of differing
dialogues. Students frequently attempted to show their ability to develop their
argument within the community of students by offering assertions (reasons) and
drawing conclusions. By making inferences in this way, the students seemed to provide
evidence to support their ability to move through reasons to a conclusion. Showing
their ability in making inferences as frequently as they did could also provide evidence
to address the notion that their critical thinking ability was improving over time.
For example, in a session focusing on the question, “Why did people change
the way choosing who they wanted to marry?” Richard used inferences to draw
conclusions within his argument:

Richard:

It is an interesting topic to talk about how parents
would basically control who you married. Parents
would classify, one, are you rich? Two, are they nice?
Three, what gender, sex, nationality, skin tone used to
be a problem, for them. I reckon people should have a
free choice to who they marry, and nobody should
control how they act. So, people should have the choice
to marry whoever they want.
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Richard presented the argument that, at one time, parents would have decided who
their children would marry based on several factors. He presented the argument that,
“people should have the choice to marry whoever they want”. The dialogue that ensued
explored the concept of arranged marriages and considered examples of places in the
world in which marriage may be ‘forced’ in some ways. The students concluded that
their views on marriage would change if they had no part in the decision-making
process. Throughout the dialogue, the notion of inferring appeared to allow students
to collectively conclude that their hopes for marriage would change if they could not
choose who they could marry.

5.1.10 Hypothesising.

Hypothesising is considered as the presentation of an argument by creating a
hypothetical scenario to present an idea (ACARA, 2009; Millett & Tapper, 2007).
Developing the ability to hypothesise can enable students to establish potential
problems and challenges foreseen within a fabricated realm. Creating problems and
challenges can lead students to develop their critical thinking skills. Engaging with
issues within a hypothetical scenario can also provide students with the opportunity to
construct potential solutions to the problems and challenges presented. In turn,
students may also be able to develop their creative thinking skills.

As previously stated in the Comparing section, students made connections to
the ‘brain in a vat’ thought experiment (Putnam, 1981). Thought experiments such as
this one, allow students to consider certain situations, resulting problems and
hypothetical solutions. While making connections to such thought experiments does
not display students constructing their own individual hypothesis, the connection to
the thought experiment may display their ability to understand the function of such
scenarios in a philosophical dialogue.

In an earlier session, students engaged in dialogue to decide on the correct
placement for the question, “How did the dinosaurs die out?”:

David:

And then, I got, “How did the dinosaurs die out?” And
I am pretty sure that is an ‘ask an expert’ question.
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Richard:
David:
Richard:
David:

I do not agree with him. How did the dinosaurs die out?
There is no proven theory so far.
But there is a theory.
We do not know…But it is debatable.
But say we went into the future you could probably be
able to ask an expert for that one. It does not matter
what time you are in. It is probably an ‘ask an expert’
because if we moved to some time you could ask an
expert about the questions.

In the above exchange, David seemed to present a hypothesis that in the future an
expert could know the answer to how the dinosaurs died out. Reference to a
hypothetical scenario may have allowed David the means to strengthen his claims that
the question belonged in the ‘Ask an expert’ section of the quadrant.

In a different session, towards the end of the data collection period, during a
Community of Inquiry focusing on the question, “Is there a higher power or powers?”,
Kara suggested:

Kara:

About the whole proof of a higher power thing, it kind
of depends as what you constitute as proof. Because the
Christian faith believes that the Bible is proof…So,
then it depends how reliable you think your sources are
and if you should just believe in them because of blind
faith.

Kara’s suggestion that there is no proof that the writers of the Bible were potentially
not who they claimed to be, could be construed as a hypothesis. Constructing the
hypothesis that there is no proof who wrote the biblical texts can have an impact on
the proof of whether a higher power exists. Kara referred to the writers of the biblical
text to strengthen her ideas of proof and potentially provided conditions that if the
writers of the Bible are proven, then so too is the existence of a higher power.

In a different session during the Question Quadrant activity, Stuart explored
the hypothetical nature of Brendan’s question:

Brendan:

Stuart:

Alright, so, ‘Was it actually the dogs fate to get by a car
or did he choose to run out in front of the car?’ I think
that could be ‘use your imagination’.
I reckon so as well, hypothetical scenario.
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Stuart’s suggestion that Brendan’s question presented a hypothetical scenario may
recognise Brendan’s ability to hypothesise. The recognition of Brendan’s hypothetical
situation seemed to strengthen Brendan’s placement of the question in the ‘Use your
imagination’ section of the quadrant. The ‘Use your imagination’ section typically
housed questions that linked ideas within the provocation text, yet as an open question.
Stuart recognised the open nature of Brendan’s question and the reference to the
hypothetical scenario may have led to Brendan’s question inciting a discussion.

5.1.11 Appraising.

Appraising is viewed as the notion of complimenting peers on their
contributions, ideas, arguments, and comments (ACARA, 2009). Students seemed to
be become comfortable enough with one another over the course of the sessions. They
showed their acceptance of certain questions or ideas presented which reflected the
sense of community that they created together. Nonetheless, during the data collection
period, frequent instances of disagreement occurred; yet students appeared to engage
positively and encouragingly during any potential episode of conflict.
Over several sessions students displayed an ability to appraise each other’s
contributions and questions in both the Question Quadrant and Community of Inquiry
activities. The behaviours presented within the community of students reflected a sense
of positivity and encouragement amongst peers. The researcher observed multiple
instances of students evaluating their peers’ contributions:

Katie:

That is a realistic question I would like to have the
answer to.

Karl:

Good point though.

Queenie:

You do propose a very interesting question.

Stephen:

That is an interesting premise David.

Richard:

Oh, that, that is awesome! I like your questions.

Jenny:

All your questions are interesting.

Betty:

A good question.
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Kara:

Yeah, that’s a good way to put it.

Eliza:

That’s really clear.

Stuart:

That is a very good question.

Roy:

Great job, Brendan.

Brendan :

That is a good question.

Students frequently complimented each other on points they thought were good,
questions they thought were interesting, or saying something that had enabled them to
see the concept more clearly. By encouraging their peers, students appeared to feel at
ease with one another and expressed their encouragement through celebrating each
other’s contributions.

5.1.12 Testing.

Testing was considered as analysing ideas to see if they worked when presented
again as another idea (ACARA, 2009). By testing ideas, the students provided
evidence in support of their ability to understand an idea and test it against one another.
Students seemed to strengthen their arguments by comparing them against a similar
argument to establish which argument worked best. The process of testing in this way
may have enabled students to have confidence in the expression of their ideas.

The process of testing ideas or existing theories only appeared a few times and
towards the end of the sessions. In a session discussing the concept of bullying with
the question, “Should we bully bullies?” Stephen put David’s and Karl’s ideas to the
test:

David:
Stephen:

But bullying is repetitive.
…Since you said it is a constant thing…Because you
might get revenge once but you would not bully them
repeatedly because if we are saying that bullying is an
on-going thing then if the bullying stopped you would
continue to bully them because that is the definition.

Later in the dialogue…
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David:

Karl:
Stephen:

…No person is ever all good or all evil. Fairy tales
imply that people are either all good or all evil but in
real life most people are a mix of both. There is no real
definition of good or evil.
Building on that, bullies a lot of the time tend to group
up in gangs.
So, you are implying that the concept of a peer
pressured into bullying rather than the direct desire to
do so…I think that certain groups of people who do
bully, is it is kind of circular statement of peer pressure,
which makes it seem a lot less the fault of the
individual. Because if you are going to say that the
individual is not actually a bad person, but they are
bullying through peer pressure then it is arguably not
as bad as if they were doing it knowingly.

Testing the idea that bullying is repetitive by referring to the notion of revenge
reflected the complexity of the concept. As Stephen stated, “people who do bully it is
kind of circular” and may include the victim as a bully too. The notion of peer pressure
appeared to add weight to their argument as it seemed to remove a sense of
responsibility that Stephen called into question in his final contribution.
In a different session, students tackled the question, “Why don’t people just
share?” Students in the community appeared to test the idea that everyone could share:

Jamie:

Brendan:

Jamie:
Brendan:
Stuart:

If people did manage to share everything, life would be
so much easier…. I do not understand why people do
not simply share.
But, if people shared, would life be boring?...Because,
there would be no news to report on of fights over land
and stuff. I am not saying that it is interesting.
I am not saying they must share, I am saying why don’t
people?
Because they do not want to.
Even with the amount of resources we have, I am pretty
sure if the entire profits were divided up everyone
would have $550,000 each. But we have people who
are making millions and people who are making barely
ends meet. If we all shared, then everyone would have
a better life.

In the above dialogue, students tested the concept of sharing by suggesting a social
system where everyone is equal. Stuart referred to a situation that had appeared in the
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newspaper calculating the world’s wealth, if shared equally across the globe, would
equate to $550,000. Testing the idea of sharing and referring to the newspaper article
seemed to strengthen the ideas presented within the context of the Community of
Inquiry. Students had explored the concept of Communism and suggested that it may
not be a regime that works in some respects but with the notion of sharing it could
have some success.
In another session, students engaged with the focus question, “Is not telling
someone about something the same as keeping a secret?” Queenie attempted to put her
ideas to the test:

Kara:
Penelope:

Eliza:
Queenie:
Penelope:

Queenie:

…I think secrets can result in lies too, to cover up a
secret obviously.
…Is politeness doing what is better for someone in the
short term or in the long term? Because with the hair
example, if you said, ‘Go fix your hair, it looks terrible
on you’, you are not being so polite.
But you are being honest.
But you are not lying.
Whereas if you said, “your hair looks lovely on you
today”, it may be polite, it may be the standards of
social convention for someone to say that, but as you
were mentioning, politeness must have a bit of honesty.
You do propose a very interesting question…What is
the difference between politeness and being rude? Is
there a certain line of honesty that you must cross or is
it polite to tell someone that their hair looks a bit
rubbish today? Is that the polite thing to do or do you
just leave them to walk out there looking like they have
a crow’s nest stuck on top of their head. I do not know,
is it polite?

In the above dialogue, students tested the idea of lies in comparison to honesty. The
students referred to an example of someone having messy hair and whether being
honest could result in humiliation. Testing the ideas in this way seemed to enable the
students to gain clarity around the distinctions they were attempting to make between
lying and being honest. Queenie’s response within the community may have allowed
her to reach her conclusion once all students had shared their ideas in the dialogue.
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5.1.13 Generalising.

Generalising was taken to mean to be the process of making sweeping
statements about a presented idea or concept (ACARA, 2009). Students seemed to
frequently make generalisations throughout the data collection period. By making
frequent generalisations, the students seemed to become adept at combining common
properties of their arguments to provide a fluid statement or argument. By connecting
elements in this way, the students may have strengthened other aspects of the critical
thinking capability such as ‘comparing’ (ACARA, 2009).
During one session, discussing the question, “Does money determine
happiness?” Richard and Hannah made generalisations in the discussion:

Richard:
Hannah:

A lot of people who are rich do not always have many
friends.
When you have a lot of money you have a lot of fake
friends.

The context of the above dialogue occurred within ideas discussed about friendships
and financial wealth. Students explored many differing avenues of why people have
certain friends, how financial wealth could encourage people to have the wrong friends
and whether people would gain knowledge of the authenticity of their friends if they
had an unlimited source of financial wealth. Richard and Hannah’s attempts at making
generalisations may have enabled them to offer an insight from another perspective.
Richard seemed to suppose that financial wealth meant that people could not have
many friends. Hannah presented the idea that financial wealth encouraged ‘fake
friends’. The ideas of friendships presented within the context of the Community of
Inquiry appeared to link financial wealth with the authenticity of the kind of friends
people can have. These generalisations appeared to combine common properties, and
provide a fluid argument for Richard and Hannah.

In a different Question Quadrant activity, students discussed the question,
“Why do we befriend people?”, Penelope made the remark that could be a
generalisation:
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Penelope:

Wealth, money, power.

One student generated the question and the community of students engaged in a brief
dialogue before deciding on the section of the quadrant for placement. Penelope’s
contribution came quickly after the question was shared with the other students. It may
be that Penelope contributed with the generalisation as a reflex reaction to the nature
of the friendship. Penelope had often suggested that she was an introvert and did not
have many friends. Perhaps Penelope’s reflections on friendship alluded to “wealth”,
“money” or “power” steering her away from having friends of her own. Penelope’s
generalisation appeared to combine common properties within her ideas of friendship.
In another Community of Inquiry, discussing the question, “Do animals / pets
really consider us friends or do they just exploit us as a means to survive?” students
made the following generalised comments:

Kara:

I think we seek animal companionship because they
would be good listeners.

Queenie:

I think animals and pets think of us as friends because
when people give you food they are obviously your
friends.

On occasion, generalisations may be necessary to ensure a flowing dialogue. The use
of generalisations as a starting point within the dialogue can encourage the community
of students to build their ideas (Cam, 2006). Within the context of the above
Community of Inquiry, students engaged in dialogue and presented ideas surrounding
the concept of friendship between humans and animals. Kara seemed to make the
generalisation that animals are good listeners which is why humans “seek their
companionship”. Queenie made the connection between food and friendship. The
generalisation Kara contributed above may have moved the dialogue forward by
referring to commonalities she had experienced as a pet owner. Kara frequently
referred to her cat and contributed observations she had made in comparison to her
encounters with dogs. By making these generalisations, the students may have allowed
the dialogue to flow without the need to articulate every situation to express their
points.
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5.2.1.1 Research question summary.
The data from the students was coded in line with the varying categories of
ACARA’s critical thinking capability for the first research question. From this coding,
there is evidence to suggest that philosophical inquiry encouraged the exhibition of
attributes associated with the critical thinking capability. Most categories were evident
in every session. For example, students appeared to interpret, explain, sequence,
reason, compare, infer, and appraise frequently throughout each session. Some
categories were exhibited intermittently. For example, students appeared to analyse,
evaluate, test, and generalise occasionally. Students appeared to hypothesise the least
frequently of all the categories. The findings presented go some way in supporting the
notion that students who engage in philosophical inquiry through an integrated
pedagogy can exhibit the necessary attributes of ACARA’s (2009) critical thinking
capability.

5.3 How can philosophical inquiry develop the creative thinking capability
in lower secondary school students?
Findings for the second research question emerged from evidence obtained
using the coding framework adapted from the attributes of ACARA’s creative thinking
capability. The research project used these attributes as a coding framework to see
whether the integrated pedagogy could encourage the exhibition of creative thinking
skills. Table 5.3 outlines the coding categories in the framework with a brief
description of each attribute that the researcher used to analyse the data collected in
response to research question two.
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Table 5.3
Outline of the coding categories for the creative thinking findings.
CREATIVE THINKING
5.3.1
Generate and apply new ideas
in specific contexts.
5.3.2

Seeing existing solutions in a
new way.

5.3.3

Identifying alternative
explanations.
Seeing or making new links
that generate a positive
outcome.
Combining parts to form
something original.
Constructing theories and
objects.

5.3.4

5.3.5
5.3.6

5.3.7

Sifting and refining ideas to
discover possibilities.

Raise a new idea within the context of the
session and apply the ideas contextually
to see if they work.
Reach a conclusion within the session
that is different to one previously
presented.
Offering a different viewpoint or
argument.
Making links between ideas to provide a
new idea or solution. Positive in nature.
Putting ideas together to support a theory
or suggested idea.
Putting together differing ideas within the
community of students to define their
own patterns of knowledge.
Polishing ideas to satisfy the concepts
presented.

5.3.1 Generate and apply ideas.

Generating and applying ideas was defined as students raising a new idea
within the context of the session and applying their ideas contextually to see if these
ideas worked (ACARA, 2009). Students frequently generated and applied their ideas
across the data collection sessions. Sharing and improving ideas in this way seemed to
enable them to build upon each other’s points of view and construct new ways of
seeing ideas together. Students appeared to feel comfortable with each other and
collaborate their ideas with ease within the exercise of creating a sense of community
(Dewey, 1956).

As the session progressed the frequency of ideas both generated and applied
increased (see Appendix VIII). In a session discussing the question, “Should animals
have rights?”, students generated ideas surrounding animal rights, potential
consequences to animals having rights, potential difficulties and any logistics required
in giving animals rights:
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Karl:

Richard:

…The world is so cramped now, mostly by humans and
their belongings. There is barely any room for animals
to be kept under control.
…Well, it is 100% the humans fault. Because we have
upset the fragile balance that is the earth and we have
disturbed natural species of animals. We can do
something about it if we want space for animals…We
could just have zoos. But zoos should be like national
parks, that are open.

Karl generated the idea that the world does not have enough space for animals due to
the amount of space “humans and their belongings” have used or occupied. Richard
applied the idea that if humans created zoos like national parks then animals would
have more space to live in their natural habitats. Generating the idea that humans have
had an impact on animals’ natural living conditions and applying the idea for the
creation of more zoos to give animals their freedom back, may have provided a
solution to Karl’s claims.
In another session, students discussed the question, “Are moral rules immoral
because you’re telling someone how to live their lives?” During the dialogue, Charlotte
engaged in a discussion with Stuart and Roy and applied her ideas of freedom and
gender:

Charlotte:

Stuart:
Charlotte:

Roy:
Charlotte:

With the rise of things like feminism and equality
between races and the LGBTQ community, what you
can say is insanely restricted.
…There is no freedom of speech.
And you should consider, you should really think about
who is going to be affected by this and you cannot put
other people down based on things that they cannot
control.
Society is basically become you cannot say anything
that is not considered good.
You cannot control your race and you cannot control
your gender and you cannot control your sexuality, so
you cannot be put down. So, sexism is stupid because
we did not choose.

Across the Philosophy Club sessions, students tended to generate the idea first and
then apply the idea with their peers. In the above Community of Inquiry, Charlotte
applied the ideas surrounding feminism, equality, and freedom of speech first, and then
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generated the idea that “sexism is stupid”. Charlotte seemed to generate the notion that
that concept of sexism is nonsensical because people cannot choose their sex. So,
“putting someone down” because of something they have no control over or cannot
change appeared unwise. Together, the community of students appeared to work
through Charlotte’s initial contribution and applied their ideas towards Charlotte’s
concluding idea.
During a different session, discussing the question, “Should you always tell the
truth even if it has a bad consequence?”, Wendy appeared to generate the idea of
conscience:

Wendy:

There can be two different kinds of conscience. There
is the conscience where you are seeing everything you
are thinking. I think that is a collective process of what
we have been taught and what we have been told is bad.

Wendy presented two differing sides to the concept of conscience. Firstly, she
suggested that conscience is a sense of autonomy and self-awareness. Secondly, she
proposed that conscience is what informs a person of something “bad”. Wendy seemed
to suggest that the two ideas combine as a “collective process” for people to establish
what is good and what is bad. Generating and applying the idea of conscience in the
way Wendy appeared to do, seemed to enable her to define the notion of conscience.
At times throughout the data collection period, students provided definitions of terms
which appeared to set the boundaries for the discussion. Wendy defined conscience
for the community of students to understand what conscience was, and the boundaries
within which the dialogue could develop.

5.3.2 Seeing existing solutions in a new way.

Seeing existing solutions in a new way was taken to mean as the students
reaching a conclusion within the session that is different to ones previously stated
(ACARA, 2009). When students reached conclusions together and saw seeing existing
solutions in a new way, they may have created a greater understanding of the topic or
argument presented. Students used dialogue within the context of the Community of
Inquiry to work through their arguments and collaboratively pursued the truth to reach
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a shared end. By developing the ability to see existing solutions in a new way may
have proven useful in some cross-curricular circumstances and further encouraged
students to problem-solve more confidently.
In a session discussing the question, “Should you keep gifts that you are
given?”, students engaged with the argument, “that keeping gifts that you do not like
could create a moral conflict”. David made this point:

David:

So, the talk of gifts comes into morality. It creates a
moral conflict. Because if you lie and say you like the
gift when you do not, then that is bad, then that is
against a moral law. But, if you do not accept the gift
then that is also against a moral law, so it creates a
conflict.

Students in the Community of Inquiry discussed the ideas surrounding giving and
receiving gifts. David suggested that accepting a gift a person does not like, or not
accepting the gift because he or she does not like it, are both immoral acts. The conflict
occurs because neither situation reached a resolution for the acceptance or potential
refusal of the gift. The community of students offered many ideas surrounding the
resolution of the situation and concluded that the favoured option was to accept the
gift. Students considered eventualities of re-gifting or donating to charity as the chosen
option to ensure the preservation of people’s feelings. Seeing the solution of accepting
a gift linking to immorality may differ from some potentially accepted ideas. The
students seemed to work through the notion of morality and reach the conclusion that
accepting the gift and donating it to charity outweighed rejecting the gift.
In a different session, students discussed the question, “Is avoiding a question
the same as lying?” Roy likely saw the concept of lying in a new way:

Roy:

A lie is to deceive someone on purpose. Whereas, if
you just do not know, it is an accident. You did not lie,
you told them what you thought but lying is going out
of your way to deceive someone. Half of the things we
talk about are human constructs because animals do not
lie.
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Within the above Community of Inquiry, Roy referred to the idea that animals do not
lie in the way that humans appear to. Seeing the potential solution that lying is a human
construct in a new way may have supported his argument that lying involves deception
and motive. Roy saw that animals being unable to deceive was the solution to his claim.
He saw the concept of lying in a new way as a human construct as it only appeared to
exist in humanity.
In another session, engaging with the question, “Is there a higher power or
powers?”, Jenny referred to a biblical story attempting to strengthen her claim. At the
beginning of the dialogue, she seemed to engage with ideas surrounding the existence
of a higher power and this power’s compatibility with a person’s free will:

Jenny:

Not a suggestion, more like an influence, ‘please do
this’. And you are conflicted, ‘should I listen to Him,
but he’s my Son, I love my Son, I do not want to kill
him’.

Jenny seemed to see the influence that a higher power could have on someone, through
the reference to a biblical story, as a solution to her claim that higher powers are able
to influence human decision making. Jenny saw this solution in a new way by showing
that the interaction between a higher power and believers could influence people’s free
will as they make decisions because of their faith and not of their own choosing.
Students within the context of the Community of Inquiry, seemed to present several
ideas in relation to the concept of spirituality, free will and determinism. Jenny seemed
to conclude that religious faith could affect a person’s free will and by referencing the
biblical story, she appeared to strengthen her argument.

5.3.3 Identifying alternative explanations.

ACARA (2009) considers identifying alternative explanations as students
offering a different viewpoint or argument. In this case, students offered alternative
ideas within the context of their chosen dialogue. The idea of identifying alternative
explanations differed from making distinctions (as part of the Comparing section) as
students did not seem to simply note a difference but offer an alternative viewpoint for
examination. Students offered alternatives on numerous occasions across the data
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collection period (see Appendix IX). Students seemed keen to provide alternative
viewpoints and additional ways of viewing situations. By collaboratively working
within the context of the Community of Inquiry, students seemed to provide additional
ideas for the other students, or provided more depth to their thoughts and further
strengthened the arguments presented.
In a session discussing the question, “Should you keep gifts that you are
given?”, students offered alternative explanations within the context of the Community
of Inquiry:

Richard:

David:

Or you could accept it and you could give it to
somebody less fortunate. Because gifts you can
physically give.
Where do morals come from anyway...Some morals
come from religions, some come from laws. Or, some
come from us.

In the context of the above Community of Inquiry, Richard offered an alternative
solution to accepting a gift that someone did not like and passing it on to someone who
was “less fortunate”. The alternative solution that Richard offered appeared to solve a
moral conflict. David offered an alternative solution to the origin of morals by
presenting several options. By identifying alternative explanations in the way David
and Richard appeared to do, suggests the exhibition of attributes associated with
creative thinking skills.
In another session, Roy presented the question, “Is it okay to keep animals in a
cage?” The community of students discussed the questions place within the Question
Quadrant. Charlotte, Stuart, and Jamie offered alternative explanations for the
placement of the question:

Roy:

Stuart:
Charlotte:
Stuart:

Okay, ‘Is it okay to keep animals in a cage?’ And it is
more of a closed question. So, I think, ‘questions about
the text’ but…it could be ‘ask an expert’.
It is in the open…because some people would have
different opinions.
Other people have opinions whether the world is flat
and round but.
Some have opinions that are wrong.
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Charlotte:
Jamie:

It does not make them right.
It is not an opinion. It is a belief, there is a difference.

Charlotte, Stuart, and Jamie provided Roy with alternative explanations and tried to
point out that just because “people would have different opinions” does not mean that
something is correct. The students appeared to work collaboratively to decide whether
the question Roy generated was an open or closed question. By Stuart, Charlotte, and
Jamie referring to alternative examples, perhaps Roy was given more reasons to
support his choice of quadrant for the placement of his question.

5.3.4 Seeing or making new links that generate a positive outcome.

Seeing or making new links that generate a positive outcome (ACARA, 2009)
was interpreted as students making new links between ideas to provide a new idea or
a solution that was positive in nature. Students seemed to make links frequently across
the data collection period (see Appendix X). However, the outcome they reached did
not seem positive in nature. The connections students made appeared to resemble the
Comparing attribute of the critical thinking capability. However, as students did not
pursue the arguments they made links to any further, it was not possible within the
context of their dialogue to establish whether students could generate a positive
outcome. Students seemed more adept at making connections and links between
sessions or to cross-curricular topics. Similarly, the outcome did not appear to provide
a positive response.
During one session discussing the question, “Is avoiding the question the same
as lying?” students discussed instances where someone would avoid the question
rather than telling the truth. The researcher probed the students to consider any
eventualities where avoiding the question could have any other effects:

Roy:
Stuart:
Brendan:

Did you shoot this man? No.
Did you leave?
Police say anything that you do not or do say can be
used against you.

Students in the dialogue did make links that would provide an outcome. However, it
was unclear throughout the rest of the dialogue if the outcome was positive. Students
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did not continue along the same line of argument and instead favoured a new avenue
within the context of the Community of Inquiry. As students did not pursue the line of
dialogue, the researcher was unable to determine whether the links students made had
a positive outcome.
In another session discussing the question, “What is our purpose on earth?
Does everyone have a purpose and are they all the same?” Penelope appeared to make
links between purpose and fate to establish a new outcome:

Penelope:

If there is such a thing as fate, then whatever you do is
your purpose.

Within the dialogue, Penelope seemed to make links between fate and purpose, asking
questions around the compatibility of the two concepts. Students seemed to make
distinctions between fate, purpose, and determinism. Penelope made the link between
fate and purpose, and suggested they are a similar notion. Similarly, Penelope’s
process of making links to generate a new outcome did not appear to have a positive
nature.

In another session, Richard made links between the concept of a zoo and the
way natural animal habitats have suffered because of mankind. The dialogue discussed
the focus question, “Should animals have rights?” and he commented:

Richard:

…It is basically 100 percent the humans’ fault, because
we have upset the fragile balance that is earth and we
have disturbed natural species of animals. We could
have zoos, but the zoos were like national parks that
were open.

Richard’s argument alluded to the notion that as humans have “upset the fragile
balance” of earth, it is their responsibility to ensure animals do not suffer because of
human action. Within the context of the dialogue, students discussed the concept of
‘rights’ and suggested ‘freedom’ as a ‘right’ that animals should possess. Students
seemed to agree that animals should have freedom because of the way humans have
treated them and the earth. Richard made the case that, if humans created a zoo that
mimicked a national park, it could prevent the disruption to animals and potentially
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enable them to have some form of ‘freedom’. By making links between the destruction
of the earth and the impact this potentially had on the “natural species of animals”,
Richard appeared to provide a solution to the issue. Richard offered the idea the
humans could create an alternative space for animals that permitted a sense of freedom.
In turn, Richard was able to offer the alternative solution of an “open zoo”. Richard’s
response provides possible evidence of exercising his creative thinking skills.

5.3.5 Combining parts to form something original.

The creative thinking attribute combining parts to form something original was
viewed as putting ideas together to support a theory or suggested idea (ACARA, 2009).
The combining of parts to form something original did not occur frequently throughout
the data collection sessions (see Appendix XI). Students tended to make connections
or links between ideas and correlate them towards a solution; however, the solution
did not seem original.
In one dialogue discussing the question, “Is there an afterlife?” Karl combined
parts of belief from two religions and presented his ideas surrounding the repercussions
of the beliefs:

Karl:
Richard:
Karl:
Richard:
Karl:

Stephen:

You know how a lot of religions, think of ours, when
you do wrongs, loads of bad wrongs in your life.
Do you mean karma?
Yeah, karma.
That’s Hinduism that is not Christian.
You would normally go to hell for the rest of your
existence which is infinitely long. I do not think they
exactly get how long infinite is because there would be
no end at all and that is just a bit silly.
…The idea of an afterlife seems like that release but
then you have got to ask the question, is there an
afterlife to that afterlife?

By combining the notions of the afterlife from Christianity and Hinduism, Karl may
have attempted to provide a new idea regarding any occurrences after death. Karl
seemed to suggest a compatibility with “karma” and “hell” spans an “infinitely long”
time. For Karl, going to “hell” for “infinity” was a mindless consequence of people
making wrong decisions in their life. Stephen created a conclusion by combining both
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understandings from Hinduism and Christianity that perhaps “karma” could exist in
the afterlife to potentially provide an alternative to eternity in “hell”. Stephen’s
conclusion may have appeared original to the students within the community;
however, it may not be an original idea outside the context of the Philosophy Club
session to religious people or groups.
In a different session, discussing the focus question, “Why don’t people just
share?”, Roy combined the concept of equality with the concept of fairness to form an
original idea that sharing should be a rule:

Roy:

If everyone earned the same no one would have a
reason to get up and work every day. In today’s society
you have to go to work to earn money, even though you
may have plenty of money, it is not going to last
forever…because fairness is basically an implied rule,
should it be a rule?

Roy combined the notion of fairness and equality within his argument and seemingly
presented the argument that as fairness is an “implied rule”, then sharing should be a
“rule” that people abide by within society. By combining the concepts of fairness and
equality. Roy’s argument seemed to be strengthened while also appearing to exercise
his creative thinking skills.
In another Community of Inquiry discussing the question, “Is there a higher
power or powers?”, Jenny combined the notion of gender with the concept of a
Christian God:

Jenny:

For Christians it is the Father, the Son, and the Holy
Spirit. The Father is also the Son and the Holy Spirit.
He cannot be Mother and Son because He does not
change gender, but He changes forms.

Within the context of the Community of Inquiry, the students discussed their ideas
relating to the notion of a higher power, contextualised by referring to different
religions. Combining the concept of gender within the Christian idea of God seemed
to offer a solution to God’s gender. For example, the references to male terms within
biblical stories such as “Father” and “Son”, led students to conclude that the Christian
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God is male. The solution Jenny offered may potentially seem new to the community
of students within the Philosophy Club; however, again it may not be an original idea
outside of that context.

5.3.6 Constructing theories.

The notion of constructing theories was taken to mean the putting together of
differing ideas within the community of students to define their own patterns of
knowledge (ACARA, 2009). Students seemed to construct theories towards the end of
the inquiry session. The inquiry part of the session often saw students clarifying terms
or arguments prior to attempting to construct their own theories. Perhaps, students
needed to exercise other attributes of the critical or creative thinking capabilities, prior
to constructing a theory.
In a session discussing the question, “Should we bully bullies?” students
proposed several ideas that seemed to become theories. Firstly, Stephen appeared to
construct the theory about what causes the infinite loop of bullying:

Stephen:

…To use the quote, “Do unto others as you would have
them do unto you” …It has this idea whereby you could
say, “well they bullied me, so I am going to do unto
them what they have me do unto them” …But if you
look at the logic of the statement then that causes an
infinite loop of bullying.

Students presents ideas that bullying often continued in a cycle as an episode of
bullying may arise in retaliation of a previous act of bullying. Stephen constructed the
theory that if people adopted the premise he referred to then the acts of bullying would
continue. If a person bullies another, and they adopt the rule of treating each other as
they have been treated, the actions would not cease. Stephen combined the ideas of
bullying, with a biblical quotation which seemed to strengthen his theory.

Secondly, Stephen appeared to form a theory that bullying was repetitive:

Stephen:

Because if we say, since you said it is a constant
thing…But would you really bully them back is the
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question. Because you might get revenge once, but you
would not bully them repeatedly. Because if we are
saying that bullying is an on-going thing, then if the
bullying stopped you would continue to bully them
because that is the definition.
Within the community, students clarified bullying as something that was constant and
until a person stopped bullying the other, the loop would potentially continue as that
is the “definition”. Stephen concluded that bullying could be immoral as the
consistency with which the events occurred may cause it to be a knowledgeable act.
Stephen suggested that if a person(s) bullied another on a single occasion, they may
not have been aware their actions were bullying. However, if the bullying continued,
the perpetrator(s) could be aware of their actions, attributing a sense of immorality to
their acts. Stephen combined the ideas presented to construct the definition that
bullying is a consistent act. Stephen proposed a theory that, as bullying was a continual
loop, it may not cease. As the bully was aware of his or her actions, it could therefore
be immoral. By constructing theories in this way, students appeared to provide some
clarity and guidance if they encountered bullying in the future.
In a different session, students explored the question, “Is avoiding a question
the same as lying?” Stuart constructed the theory that the value of a human life
depended on the contributions people made to their society:

Stuart:

Well, I was wondering how does the value of an animal
reflect on the value of a human? …So, I think that it
really depends on the contribution to society… In some
instances, an animal can technically do more than a
human. Maybe, someone who is dealing drugs for
instance, versus a guide dog.

Stuart’s construction of a theory that animals can equal humans depending on the value
of their contributions to society. That is, some humans do not potentially contribute as
much as some animals, and their lower value corresponded to the level of contributions
they made. Such apparent theory construction seemed to allow students the
opportunity to share their ideas which were then available for examination by their
peers.
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5.3.7 Sifting and refining ideas to discover possibilities.

Sifting and refining ideas to discover possibilities (ACARA, 2009) was
regarded as the process of polishing ideas to satisfy the concepts presented within the
Philosophy Club sessions. Students seemed to become more adept at refining the ideas
presented within the context of the sessions as the sessions progressed. It was possible
that students needed to attain a level of comfort with each other and the process before
they began to refine their ideas or the ideas of others.

In a Question Quadrant activity, one student presented the original question,
“Do morals play a part in fairness?” After a lengthy discussion about the implications
of the question and where it should belong in the quadrant, Queenie refined her
question to more clearly express her thoughts:

Queenie:

Okay, scratch that…do morals play a part in justice?

As Queenie rephrased her question, she engaged in dialogue with the community of
students to ensure her question found the correct quadrant. By refining the question
Queenie appeared to gain clarity or eliminate any confusion within the question or
subsequent Community of Inquiry. At times, some students found verbalising their
questions aided the comprehension of their ideas. Perhaps Queenie felt compelled to
read her question aloud before finalising the structure to ensure her question reflected
her ideas.
In another Community of Inquiry looking at the question, “Is avoiding the
question the same as lying?”, students attempted to refine their ideas on what lies were:

Jamie:
Roy:
Jamie:
Roy:

You could say it is the same as lying as you are not
telling the truth and the opposite of a truth is a lie.
But is deceit the same as lying?
Well, that is the question.
I just made it sound better.

By refining the ideas surrounding “lying” the students may have also set the
boundaries of the dialogue. Students often gave their definitions of concepts such as
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“lying” to ensure they were all understanding the notion in the same way. Refining the
concept of “lying” as involving some nature of “deceit” seemed to clarify some
arguments presented within the session.

As ACARA (2009) suggests, the different attributes of the critical and creative
thinking capability are strongly linked, yet complementary. At the beginning of the
data collection period, Queenie demonstrated her ability to critically engage with the
question, “Is fate pre-determined?” and creatively offered an alternative solution:

Queenie:

In the text, Sophia was asking questions about whether
she could change fate, whether it was set out. So, I was
wondering, is it decided before you are born or is it
decided when you are living?

Later in the dialogue Queenie added:
Queenie:

It is sort of like, do we have free will or not? We might
think we are choosing to do the things we are, we might
think they are influencing our decisions but we don’t
know that. Our fate could be being controlled so our
fate is what is making us choose the decisions.

While students exhibited all attributes of the critical thinking and creative thinking
capability separately, they also demonstrated their competency at exercising both
aspects of ACARA’s capability within the context of a Philosophy Club session.

5.3.1.1 Research question summary.
The data from the students was coded in line with the varying attributes of
ACARA’s creative thinking capability for the second research question. There is
evidence to suggest that philosophical inquiry encouraged the exhibition of attributes
associated with the creative thinking capability. Some categories were evident in every
session. For example, students appeared to generate and apply ideas, make alternative
explanations, and refine their ideas frequently throughout each session. Towards the
end of the data collection period students saw existing solutions in a new way, and
constructed theories more often. Some categories were exhibited at differing stages
across the data collection period. For example, acting on intuition, making new links
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for a positive outcome, and combining parts to form something original appeared
sporadically. The findings presented go some way in supporting the notion that
students who engage in philosophical inquiry through an integrated pedagogy can
exhibit the necessary attributes of ACARA’s (2009) creative thinking capability.

5.4 To what extent do students who engage with philosophical inquiry
through an integrated pedagogy become more confident learners?
The third research question aimed to explore how students perceived the
contribution of philosophical inquiry through an integrated pedagogy could assist them
to become more confident learners. The study was exploratory and the terminology
used to present the findings is tentative. The data presented in this section of the
chapter describes how students have potentially constructed a “meaningful reality”
throughout their interaction with philosophical inquiry and perceived to become more
confident learners as a result (Crotty, 1998, p. 42). The evidence is drawn from data
collected through the Philosophy Club sessions, ‘See, Think, Wonder’ reflection
sheets, and semi-structured interviews.

The researcher adopted a framework based on current academic literature to
analyse the Philosophy Club session transcripts, ‘See, Think, Wonder’ reflection
sheets, and responses from the semi-structured interviews. Table 5.4 documents the
academic literature that was consulted to co-ordinate the coding framework.
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Table 5.4
Academic literature for confident learners.
Author
Charman & Hill
(2009 – 2012)

Basis for data analysis
Pupils bringing their own issues
in to the community of students.

Beyer (1990)

Interacting with cognitive
processes.
Being part of a democratic
community.
Be more curious about their
own learning.
Students being at the centre of
their own learning.

R. Fisher (2013)
Oral (2013)
Jones (2012)

Coding framework
Making connections to
their personal
experiences.
Questioning the thoughts
of their peers.
Voting for questions and
concepts.
An increase in
participation.
Reflecting on the
sessions.

Throughout the data collection period, students appeared to attribute meaning
in the way Crotty (1998) and others (Charman & Hill, 2009 – 2012; Dewey, 1956; A.
Fisher, 2001; R. Fisher, 2013) purported, perceiving to become more confident
learners as a result (Beyer, 1990; Jones, 2012; Oral, 2013). This attribution of meaning
to become more confident learners was indicated in several ways. Students seemed to
make connections between their own lives or the ‘wider world’, and the provocation
text (Charman & Hill, 2009 – 2012; Dewey, 1956). Students appeared to interact with
their peers to question their thoughts within the sessions and raised concepts or
questions that were external to the provocation text (Beyer, 1990; Charman & Hill,
2009 – 2012). Students potentially progressed through each session adopting a
democratic involvement within the community created in the Philosophy Club
sessions (R. Fisher, 2013). Students made differing levels of contributions throughout
the Philosophy Club sessions (Oral, 2013). Students made reflections on the ‘See,
Think, Wonder’ reflection sheets, and semi-structured interviews that related to
confidence (Jones, 2012). Table 5.5 identifies the ways students attributed meaning to
perceive to become more confident learners during the data collection period.
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Table 5.5
Attributing meaning to become more confident learners.
Sub-research question
5.4

How do lower secondary
students perceive the
contributions of
philosophical inquiry
through an integrated
pedagogy can assist them
to become more
confident learners?

Ways in which students attributed meaning to
become more confident learners
5.4.1 Making connections (Charman & Hill,
2009 – 2012).
5.4.2 Questioning the thoughts of their peers
(Beyer, 1990).
5.4.3 Voting for questions and concepts (R.
Fisher, 2013).
5.4.4 An increase in participation (Oral, 2013).
5.4.5 Reflecting on the sessions (Jones, 2012).

5.4.1 Making connections.
One of the ways in which students can ‘make meaning’ is the engagement with
a provocation. Crotty (1998) suggests that, “the meaning emerges from the student’s
interaction with the (stimulus) and relate to it essentially” (p. 48). The responses from
the students suggest they have interacted with the chapters of Cam’s Sophia’s Question
(2011) and made personal connections to the ideas presented. Providing personal
experiences as a support to an argument allowed the ideas presented to be more valid
and gave strength to their claims. Perhaps students gained a deeper understanding of
their own experiences by reflecting on them and developed a sense of meaning as a
result.

For example, students seemed to frequently connect the ideas presented to their
own lives or experiences, providing personal examples, reflections and connections
within the context of the Question Quadrant or Community of Inquiry activity. Some
student indications were:

Karl:

If I was given some time to think I’d probably spend
most of that time banging my head on the table. It is
just what I do.

Queenie:

I am a bit of a pessimist when it comes to purpose.

Wendy:

I would still like to know if I am going to pass ATAR.

Roy:

My Mum went to a psychic and got told some pretty
interesting stuff that is true.
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Stuart:

This is from my personal experience, herding cows on
a quad bike. They just see us as a predator.

Betty:

I am fifty-fifty on the free will scale.

Penelope:

I cannot really decide whether I should follow logic or
follow God.

Katie:

That is a realist question I would like to have the answer
to.

By making these personal connections and reflections the students may have allowed
the potential for meaning to arise between the ideas presented within the provocation
text and their individual experiences. Referring to personal experiences or ideas
mimics Crotty’s (1998) idea that student interaction comes from relating with the
provocation. Students appeared to show meaning by referring to the experiences that
had occurred in their own lives as a support. On occasion, students referred to personal
experiences which may have also enabled a sense of authenticity to the argument they
presented by displaying first-hand evidence for a viewpoint given.

Students made connections to things they had read or watched, that they
deemed relevant to the discussion or argument as they participated within the
community. Some examples were:

David:

I was reading this book a few days ago, it was by
Stephen Law and it raised the issue of killing.

Penelope:

I audio listened to this fiction once that states
something quite plausible about the last dolphin
attempt to talk to humans.

Clara:

I read something a little while ago that they did a study
with a pack of wolves that were from Siberia, so
Northern Russia and there was a pack of wolves from
Bulgaria and they could communicate in their own
pack.

Charlotte:

So, right now I am reading this book and it says that
basically happiness comes from solving problems and
when you have no problems in your life your mind
creates problems.
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Stephen:

I believe it is not good to be too nihilistic about the
world, relating to the whole idea of Descartes sort of
Matrix.

Jamie:

I saw a news article on the TV, they were talking about
euthanasia.

Referring to literature and audio or visual documentation that they had previously
encountered may have provided additional support to the arguments students
presented. Using external sources in this way may have raised awareness amongst the
students about each other’s personalities, potentially strengthening Dewey’s (1956)
notion of community. As the students grew to know each other during sessions, they
displayed personal experiences more frequently.

On other occasions, students gave their personal opinions regarding the
meaning of happiness. In a Community of Inquiry discussing the focus question “Does
money determine happiness?” Richard, Hannah, and Brian gave their own personal
views on what they thought determined happiness:

Richard:

I do have to admit, I do feel happy when I have family.

Hannah:

My friends are very important, and I love to travel.

Brian:

I care about my family and my friends. I mean they are
good to have someone to talk to and appreciate on
different levels.

Giving insights that seemed to reflect a deeper level of personal connection much like
the ones Richard, Hannah, and Brian appeared to do may have enabled a stronger bond
to be formed within the Philosophy Club sessions. Students appeared to dwell on their
own personal ideas of happiness at this time of their lives and what could make them
happy in the future. One student was an international exchange student and made some
seemingly heartfelt contributions regarding the level of happiness that she had
experienced away from home.
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5.4.2 Questioning the thoughts of their peers.

Throughout the data collection period, students frequently questioned the
thoughts of their peers, and generated questions that seemed external to the
provocation text. It appeared students had arrived at the sessions pre-armed with a
question or concept they wanted to present within the context of the inquiry. Perhaps
students felt comfortable with their peers to discuss topics whereas they had previously
minimal opportunity to do so, and were keen to present their ideas.

On one occasion, Richard expressed an interest in discussing a concept that
was not obviously apparent within the context of the provocation chapter:

Richard:

I should have asked the question, “What is God?”

Later in the data collection period, Richard generated a question relating to the
‘afterlife’ amongst other questions that corresponded to concepts such as fate,
friendship, pets, animals, accidents, reality, fights, existence, and fear. Richard’s first
questions was, “Is there an afterlife? Can all visit?” When prompted which concept
students would like to nominate, Richard stated:

Richard:

Oh yes. Yes. Absolutely, God.

Seemingly, Richard had a keen interest in the afterlife and God and raised both
questions and concept nominations to potentially encourage others in the Community
of Inquiry to share their ideas. Perhaps Richard was keen to discuss his ideas within
the context of the Philosophy Club sessions as he had minimal opportunities to present
his ideas elsewhere.

Secondly, students generated questions within the context of one provocation
chapter that drew concepts such as gifts, lying, assumptions, lies, impressions, and
morals. Kara produced additional questions to present to the quadrant that had no
relation to the provocation text, preferring to generate questions that reflected her
desire to discuss the topic of marriage. For instance,
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Kara:
Eliza:
Kara:

Can we talk about the concept of marriage sometime?
Are you talking about the whole marriage debate?
You know, I just see marriage as a legal pair of hand
cuffs to another person.

Later, in the dialogue…
Kara:

Can we put the concept of marriage up there?

Kara seemed to have a keen interest in discussing marriage and used emotive language
to encourage her peers to engage in a discussion. Kara was a prominent figure in every
Philosophy Club session held at her school. She contributed extensively throughout
the Question Quadrant activity and was often keen to clarify ideas or present
controversial views. Perhaps, like Richard, Kara contributed with her ideas so
passionately because she had minimal opportunity to present them with her peers
elsewhere.
In a different Community of Inquiry discussing the focus question, “What
makes you a specific gender? Can you be both or neither?”, several students made
personal connections and comments within the context of the session:

Penelope:

I was a dancer in my old school and it is rude because
everybody just looks at what you look like instead of
deeper inside you, who you are.

Kara:

I would say that I am probably slightly more masculine
than most girls, but I am not, I do not identify as a guy.
I am just more masculine.

Clara:

If I came into the room I would think that everyone here
is the same. I do not feel that I like someone more even
just on my initial impression of you.

Betty:

I wish a world with no stereotypes would happen.

Kara:

I have friends that I am complete opposites with, but I
also have friends that like the same thing as me.

Penelope:

I am kind of a loner. I come from a different time.

Students collaboratively defined the concept of gender, how it differed from sexuality,
potential issues today with gender identity and their reflections of where gender
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identity was necessary. Perhaps the concept encouraged students to connect with their
own sense of identity and present their ideas with their peers within the context of the
dialogue.

5.4.3 Voting for questions and concepts.

Within the Philosophy Club sessions, students chose concepts extracted from
the ‘Questions about real life’ section of the quadrant and voted for their favourite
concepts. Then they voted for their favourite question which was the focus question
for the Community of Inquiry. Such behaviour appears to align with the ability of
philosophical inquiry to develop democratic learners (Burgh, 2018; R. Fisher, 2013;
Gregory, 2004; Lipman, 1998). Students seemed keen to discuss all manner of
concepts or topics nominated within the context of the Community of Inquiry,
potentially revealing that students could participate freely within the democratic
community.

Students frequently seemed to express their interest with raised voices or
physical displays of enthusiasm. Some of the teacher observation forms confirm
evidence in support of their enthusiasm. Table 5.6 shows actions and behaviours that
correlate to students’ enthusiasm during the Philosophy Club sessions based on teacher
observation forms over the data collection period. Perhaps when students gained the
opportunity to discuss concepts they considered in other areas of their lives, they were
keen to develop their ideas amongst peers who shared their passions.
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Table 5.6
Evidence from teacher observation forms.
Name

Facial
expression

Stuart

Jamie

Roy

Animated
hand
movements.

Hand
gestures
Over-eager
gesturing for
the ball.
Over-eager
gesturing for
the ball.
Over-eager
gesturing for
the ball.

Body
language

Jenny

Teacher
comments

Excited about
the topic.

Karl

Very
expressive
facial
expressions.

Berry

Excited about
the topic.
They were all
quite energetic
today!

Observant
teacher

Students also expressed their enthusiasm on a question or concept being of
interest to them and seemed eager to discuss either the question or the concept, or both:

Jamie:

Oooo, I want to do that question.

Charlotte:

This is more in the interests of a personal question.
‘Why do people think that birds cannot live in the wild
when they clearly can?’ Someone sent me a photo of a
galah in a tiny cage. I got so angry because it is a galah
and galahs can live in the wild.

Stuart:

I like this democracy.

Roy:

You go much deeper than I do.

Queenie:

I love this topic, it is the best.

Richard:

I am going to bring up a topic about Gandhi at some
point.

Kara:

This is something that I really want to start a petition
for us to be able to wear pants.
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Penelope:

It is something I am always wondering.

Penelope:

I am going to put it in ‘questions about real life’
because I want to talk about it.

Betty:

Parallel universes, yeah!

Kara:

I’ve brought my notebook, so I can make notes.

Perhaps the democratic-like community encouraged students to attempt to persuade
their peers into discussing a certain topic or question.

5.4.4 An increase in participation.

Across the data collection period, the amount of times students contributed
varied. At times, one student had a more dominant voice in comparison to previous
sessions, which may suggest an elevation in confidence. The inflated levels of
contribution may also be due to students feeling comfortable in their environment and
exercising their interest in a specific concept.
In one session, during a Community of Inquiry exploring the question, “If fate
is pre-determined, how therefore can time be linear?” Richard responds to Karl by
mentioning God, in a seemingly unconnected contribution:

Karl:

Richard:

Some other people just decided how we would live,
how we would die, how we would go extinct. That is a
scary thought.
Well, it is scary but it kind of comes to the relation of
God.

Later in the dialogue, when the community of students were discussing fate,
time and space, Richard queried:

Richard:

God is a timetable of your life. Can we change that
timetable?

Richard’s contributions suggested he was attempting to discuss the concept of God
regardless of the context or dialogue being held. Perhaps Richard felt comfortable and
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confident enough to continually present his desire to discuss the concept within the
community of students within which he participated.
In a later session, Richard presented the question, “Is there an afterlife?”
Throughout the session, Richard made 124 contributions in comparison to his peers
who made approximately 50 contributions (see Appendix XII). The inflated frequency
that Richard contributed during the session may be due to his increased confidence to
discuss a topic he had previously articulated interest in.

In a different session, at the end of the Question Quadrant activity, Kara had
expressed her enthusiasm to discuss the concept of gender within the Question
Quadrant activity. She states, “these ones are basically all about gender”. Kara
proceeded to present seven questions relating to the concept of gender to the Question
Quadrant. During the Question Quadrant, students generated 33 ‘Questions about real
life’. From the 33 questions generated, nine of them were conceptualised as “gender”.
Kara had generated seven of those nine questions (see Appendix VII). As Kara
presented one of the seven questions to the quadrant, she expressed the following:

Kara:

‘Questions about real life’ because I want to talk about it.

As the session progressed and students began to vote for the concept they wanted to
discuss, Kara was vocal in celebration of her peer’s nomination of the concept of
gender:

Queenie:
Kara:

Can I have another one for gender please?
Thank you!

Throughout the Community of Inquiry discussing the focus question, “What makes
you a specific gender? Can you be both or neither?” Kara made several contributions
which appeared to display her enthusiasm for the concept:

Kara:

I find that really interesting.

Kara:

But I kind of want to do the school question. Can we
talk about both? Can we talk about both?
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Kara:

I brought my notebook, so I can make points.

Kara:

I just want to talk about a bit of an interesting topic.

Kara:

I found this really interesting so, I have done a bit of
research into it because it is an interesting topic.

Kara was a prominent figure in clarifying different ideas, answering questions, and at
times, leading the discussion. As a result, Kara made 280 contributions (see Appendix
XIII). By comparison, her peers contributed approximately 140 times.

It may be that the concept of gender is topical today for young people which
could be the cause for seemingly enthusiastic student dialogue. Kara claimed that she
was interested in the topic and that she had done “a bit of research” and brought a
“notebook” to record her ideas throughout the dialogue. The enthusiasm Kara brought
to the dialogue may be a result of her confidence. Engaging in a delicate discussion on
gender may also be a difficult task if the students participating were not confident to
discuss such topics.

5.4.5 Reflections on the sessions.

Over the course of the data collection period, students reflected on their
experience through the ‘See, Think, Wonder’ reflection sheets and in the semistructured interviews. Students who attended the sessions tended to make comments
that mimicked the ideas presented within the session. At the beginning of the data
collection period, on the ‘What did you think?’ section of the sheet, Penelope
commented:

Penelope:

I thought about questions I had never thought about.

Penelope’s contributions remained consistent in frequency. However, the length of
time she took to express her points increased. Perhaps it was the case that as Penelope
became more familiar with the students within the Philosophy Club sessions, she felt
more at ease in expressing her thoughts.
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Students seemed to make use of the ‘What did you see?’ section of the
reflection sheet in different ways. Some students commented on things they saw
around the room, while others observed:

Jenny:

Lots of arguments and enthusiastic contributions.

Betty:

A variety of opinions.

Wendy:

Everyone getting involved, everyone answered at least
once. There was also a lot of debate.

Rosy:

I saw that many people had different opinions and were
able to link telling the truth with various topics which
normally would not be associated with one another.

Students seemed to enjoy experiencing the discussion elements of the Philosophy Club
sessions and allowing their peers to express their ideas within a mutually supportive
environment. As Rosy commented, students often had different opinions; however,
they discussed their ideas without conflict and seemed to show respect for each other’s
ideas.

Some students were not as frequent in contributing as others. Rosy attended
most sessions, but she was not a frequent contributor at the beginning of the sessions.
As an infrequent contributor, many of Rosy’s contributions came through the ‘See,
Think, Wonder’ reflection sheets. At the end of the one session she asked on the ‘What
did you wonder’ section of the sheet:

Rosy:

I wonder do some people believe in themselves to the
extent that they alter a fact? (It does not really relate to
what we were discussing but yeah).

Rosy’s contributions increased gradually as the sessions progressed. Her increased
contribution may be due to her comfort and confidence levels increasing the more
frequently she spent with the community of students.

Students also contributed in the context of the semi-structured interviews, with
seemingly insightful comments about their experience of the Philosophy Club
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sessions. When the researcher asked students, ‘Can you provide some reflections on
the sessions where we read Sophia’s Question?’ they proffered:

Penelope:

I enjoyed reading Sophia’s Question, as it was a great
cognitive jump-starter. I remember thinking about how
clever the author was to subtly incorporate present
world issues into the text.

Eliza:

In the sessions where we read Sophia’s Question, I
found that the conversations that we had after were
very interesting and thought-provoking.

Stephen:

The sessions were insightful and quite fun to attend. It
was good to have some stimuli for a nice discussion.

Roy:

It was interesting to see what other people’s
perspectives of it were because most of the time you
just think about what you think about it as, but then
some people have completely different things that
you’d never think about…especially if you know the
people…you can discuss ideas…and understand it a lot
more.

Jamie:

The one where we did specifically about fate…destiny,
free will…that was one of the best ones we did because
we could all see both sides to the question.

Students offered positive reflections at the end of the Philosophy Club sessions,
pertaining to the notion that they have had fun, found the sessions interesting and
thought-provoking, and revelled in discussing some of the questions or concepts.
Students appeared to engage with their peers to discuss topics that were interesting to
them and gave reasons in support of their reflections.

Students also expressed their enjoyment of the Philosophy Club sessions.
When the researcher asked students, ‘Which aspects of the Sophia’s Question sessions
have you most enjoyed?’ they contributed:

Penelope:

I enjoyed learning about justice and truth. For example,
viewing the fairest thing to do in a situation.

Rosy:

I really enjoyed hearing everyone’s opinions on all the
topics we discussed. I also liked how everyone could
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say their thoughts on everything and not be too harshly
judged.
Eliza:

I enjoyed talking about the reading and creating
questions from the chapter and then discussing the
questions we placed in the quadrants.

Stephen:

Probably the discussion. Hearing everyone’s opinions
is always interesting.

Richard:

Talking about the theories and communicating with my
fellow students, also confusing them.

Roy:

The end one was my favourite one, it was the best one
we talked about…everyone knew about the topic.

Jamie:

It was not a particular single session, it was all of the
discussion parts…I found it more enjoyable to be with
friends as well rather than on my own.

Students appeared to enjoy all the aspects of the sessions, from the reading of the text,
to raising questions and engaging in the Community of Inquiry. Some students picked
out questions or concepts they enjoyed discussing that stood out in their memories.
Students seemed to appreciate their peers’ ideas and opinions and relished the
opportunity to share their ideas without being “too harshly judged”. Enjoying the
sessions may indicate students developing confidence in their learning as they were
interested in the process and content discussed with their peers.

Students reflected that they found the sessions beneficial to their own lives as
well as to their studies. When the researcher asked students, ‘Have the sessions been
beneficial to you in any way? If so, how? If not, why not?’ they replied:

Penelope:

Yes. The session engaged my communication skills
and lateral thinking.

Rosy:

The sessions were a little beneficial as I got to learn
how other people saw the same text.

Eliza:

These sessions have been beneficial to me as they have
helped me to develop confidence with my ideas and
how to communicate them to other people.
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Stephen:

To a degree. The sessions were more entertaining than
hugely helpful. As I already try to discuss philosophy,
there was not much new there either.

Richard:

Yes. It helped exercise my mind and imagination.

Roy:

Yes. It makes you think broader…makes you think are
some topics or questions more important than
others…makes you think a lot more than normal
school.

Jamie:

It builds up a sense of assertiveness…to agree with
other people more than having a ‘I’m always
right’…which is a very good thing to have in
life…finding it enjoyable and kind of relaxing…after
the stress of school it is nice to have a discussion about
something unrelated to school.

Students may have found the sessions beneficial to building their confidence as a
learner. Eliza explicitly expressed her level of confidence in learning has improved
because of engaging with the sessions.

Students seemed to focus on sessions they found stood out to them. When the
researcher asked students, ‘What has stood out to you from the Sophia’s Question
sessions?’ they answered:

Penelope:

The fact that several relevant issues were incorporated
into everyday scenarios.

Rosy:

…The story focused on day to day aspects of life which
made me realise that philosophical questions can be
generated from the most simplistic things, not just large
and well-known topics such as, ‘Is God real?’

Stephen:

I found the discussions were really the main aspect
which stuck out to me.

Richard:

I have never done anything like this and it gave a
unique and interesting experience.

Roy:

Ones at the end…euthanasia, I do not know how that
came up…there were a few of those questions that were
not related to the text.
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Students reflected on the overview of the sessions or individual aspects that they had
remembered. Roy picked out that some of the questions raised seemed unrelated to the
text. Roy suggested the ‘euthanasia’ session stood out to him the most and that they
question seemed unrelated to the text. Perhaps students enjoyed discussing topics that
seemed unrelated to the text as their peers were interested in them as well.

Students reflected on the potential impact the sessions had on their wider
studies. When the researcher asked students, ‘Do you feel your approach to your
studies has changed in any way as a result of being part of the Sophia’s Question
sessions? If yes, why? If not, why not?’ they responded:

Penelope:

I cannot judge how my studies have changed in
themselves. As I generally did not have the opportunity
to incorporate ideas into everyday life.

Rosy:

The only aspect which I think did influence my
approach was for debating because it allowed me to
come up with unique arguments which are out of the
box and which put opposing teams on the spot to come
up with rebuttals.

Eliza:

Yes. I have found that in class I talk more and have
developed more confidence with my ideas. However, I
would not say that I have changed my approach to
studying or revision.

Stephen:

Not hugely. The question sessions have re-sparked my
love of discussions. However, my studies have
remained much the same.

Richard:

Yes. It has-to a degree. I look at things with a
philosophical view. It has encouraged me to do similar
things in the future.

Roy:

Yes. In English when you read a text and have to
answer questions about it, it makes it so much easier
just to pick out questions or pick out topics that you
would not normally see.

Jamie:

Sort of…I seem to notice all the moral questions.

Students seemed to have considered that their wider studies had been somewhat
affected because of the Philosophy Club sessions. Eliza noticed she had developed
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more confidence in class in expressing her ideas. Richard seemed keen to continue
engaging in philosophical inquiry. Roy noticed his skills in English had changed and
that he now saw things he previously had missed. Jamie noticed that his ability to
generate open questions related to his enthusiasm at discussing topics within the
context of the sessions.

Students appeared to differ in their enthusiasm in engaging with the Question
Quadrant or Community of Inquiry activities. When the researcher asked students,
‘Did you have a preference between the Question Quadrant or Community of Inquiry
activities? Did you find one activity more beneficial or valuable than the other? Why?’
they opined:

Penelope:

I thought that the Community of Inquiry was valuable
as it is easily applicable and addresses the points of
view of many people or a community, as opposed to the
other one. On the other hand, the Question Quadrant
gave us an opportunity to think for ourselves as well,
so I think this cannot be gauged.

Rosy:

I preferred the Question Quadrant activity because it
allowed us as a group to choose the questions we
wanted to discuss and had interest in rather than
limiting our discussion to the book. In saying this, the
Community of Inquiry was also good as it was a good
inspiration for many of the good philosophical
questions we discussed.

Eliza:

I enjoyed both activities and I thought they were both
interesting in different ways.

Stephen:

I found both interesting for different reasons. This was
because they both had different stimulus for thought.
One encouraged questioning, the other discussion.

Richard:

The Community of Inquiry, for we could expand and
discuss questions and theories and it would usually be
fun and interesting.

Roy:

I found the Community of Inquiry more beneficial
because we were all speaking about it…we found the
topic we all liked and talking about it equally.

Jamie:

After the first session, we were writing open questions
because there was no point to writing the other kinds
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because we were not going to talk about them…unless
it was something, we really wanted to know…but then
we would not bother with the other ones.
Students’ responses above indicate they preferred the Community of Inquiry overall.
However, Rosy contributed that she enjoyed the Question Quadrant activity as it
seemed to allow a collective process of engagement to decide on the focus question.
Jamie thought he enjoyed the Question Quadrant at the beginning but found the
purpose diminished as he only wrote ‘Questions about real life’ during each session
afterwards. The Question Quadrant seemed to function differently for students as some
students’ questions were always open and some varied between open and closed across
the sessions.

5.4.1.1 Research question summary.
The data collected suggests evidence in support of students perceiving the
contributions of philosophical inquiry through an integrated pedagogy in assisting
them to attribute meaning to their studies, to become more confident learners as a
result. Students made connections to their personal lives and experiences they had
gone through. They also expressed an interest in discussing concepts and questions
raised by their peers. Students participated in a democratic environment by voting for
concepts and questions and were keen to discuss each concept or question that was the
most popular. They made cross-curricular links to the disciplines they studied in school
and gave different levels of contributions throughout the Philosophy Club sessions.
Students made reflections on the ‘See, Think, Wonder’ reflection sheets that related to
confidence, and lastly, they alluded to growing confidence in their learning in the semistructured interviews.

Eliza explicitly expressed that her growth in confidence was due to
participating in the sessions. Richard and Stephen suggested they enjoyed participating
which may be due to their natural love of questioning and inquiry, regardless of the
research project sessions. Penelope thought that she enjoyed participating but
remained reserved as to whether the sessions have affected her studies. Jamie and Roy
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expressed that they had enjoyed participating in the research project sessions and that
this experience had made an impact on their wider studies.

5.5 Chapter Summary
The research project within which this chapter sits focused on three research
questions. Firstly, how do lower secondary students exhibit the attributes associated
with the critical thinking capability through philosophical inquiry? Secondly, how do
lower secondary students exhibit the attributes associated with the creative thinking
capability through philosophical inquiry? Lastly, how do lower secondary students
perceive the contributions of philosophical inquiry through an integrated pedagogy can
assist them to become more confident learners? The collected data presented within
this chapter provides evidence to address the three research questions. Table 5.7
indicates the key findings to emerge from the analysis of the data.
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Table 5.7
Summary of the key findings.
Research questions
RQ1 How do lower secondary students
exhibit the attributes associated with the
critical thinking capability through
philosophical inquiry?

Findings
Finding 1
Attributes of the critical thinking
capability that were exhibited with
some more frequently or prominently
displayed.

RQ2 How do lower secondary students
exhibit the attributes associated with the
creative thinking capability through
philosophical inquiry?

Finding 2
Attributes of the creative thinking
capability that were exhibited with
some more frequently or prominently
displayed.

RQ3 How do lower secondary students
perceive the contributions of
philosophical inquiry through an
integrated pedagogy can assist them to
become more confident learners?

Finding 3
Making connections to their personal
experiences (Charman & Hill, 2009 –
2012).
Finding 4
Questioning the thoughts of their peers
(Beyer, 1990).
Finding 5
Voting for questions and concepts (R.
Fisher, 2013).
Finding 6
An increase in participation (Oral,
2013).
Finding 7
Reflecting on the sessions (Jones,
2012).

Some aspects of these capabilities appeared to feature more frequently than
others with other aspects seemingly more prominent than others. For example, the
attributes of the critical thinking capability, occurring from most to least frequent were:
‘inferring’, ‘questioning’, ‘interpreting’, ‘reasoning’, ‘comparing’, ‘explaining’,
‘appraising’, ‘sequencing’, ‘generalising’, ‘analysing’, ‘evaluating’, ‘testing’, and
hypothesising’. The individual aspects of the creative thinking capability, occurring
from most to least frequent were: ‘alternative explanations’, ‘generate ideas’, ‘apply
ideas’, ‘refining ideas to discover possibilities’, ‘constructing theories’, ‘existing
solutions seen in a new way’, ‘combining parts to form something original’, ‘acting on
intuition’, and ‘making new links for a positive outcome’. While all attributes of
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ACARA’s (2009) capability were displayed across the data collection period, they
were not consistent across all schools.

Students showed that they attributed meaning to become more confident
learners throughout the sessions by interacting with the provocation material
enthusiastically. They attended sessions pre-armed with questions, made connections
to their personal lives, engaged in a democratic environment, and made links to their
cross-curricular studies. The students suggested that the sessions had some impact on
their confidence levels. They showed an increase in participation, or explicitly
commented on their confidence levels on the ‘See, Think, Wonder’ reflection sheets
or during the semi-structured interviews.

186

Chapter Six: Discussion of Research Findings
Introduction
The purpose of the chapter is to discuss the findings of the research project.
Overall, there were nine findings that arose from the data collected, with five themes
emerging. The critical and creative thinking skills, while attracting different attributes,
are complementary and the discussion plan addresses the three themes that arose across
the first two research questions together (Australian Curriculum Assessment, and
Reporting Authority [ACARA], 2009). For the third research question, two themes
emerged from the findings. Table 6.1 documents the themes, findings, research
questions, and corresponding discussion plan for the chapter.
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Table 6.1
Overview of Chapter Six: Discussion plan.
Research questions

Findings

Themes

RQ1 How do lower
secondary students
exhibit attributes
associated with the
critical thinking
capability through
philosophical inquiry?

Finding 1
Individual display of
critical and creative
thinking attributes.

6.1
Exhibiting skills that train
students for future
schooling.
6.2
Preparing students for the
‘world of work’.
6.3
Strengthen the knowledge
they obtain in all learning
areas.

RQ2 How do lower
secondary students
exhibit attributes
associated with the
creative thinking
capability through
philosophical inquiry?
RQ3 How do lower
secondary students
perceive the contribution
of philosophical inquiry
through an integrated
pedagogy can assist them
to become more confident
learners?

Finding 2
Commonalities of
questions and concepts
generated across schools.
Finding 3
The Question Quadrant
encourages the quality of
students’ questions.
Finding 4
Links to cross-curricular
learning areas or the
‘wider world’.
Finding 5
Making connections from
the provocation text to
their own lives.
Finding 6
Exhibiting interest in a
topic.
Finding 7
Being part of a
democratic community to
achieve a mutual goal.

6.4
Students voicing their
ideas with like-minded
peers to attribute meaning
and become more
confident learners.
6.5
Being part of a
democratic community,
sense of belonging, and
reflection.

Finding 8
Level of contribution.
Finding 9
Student confidence.

The findings showed evidence in support of students exhibiting the individual
attributes of the critical and creative thinking skills as determined by ACARA (2009).
The findings confirm that while the skills are complementary to each other, aligning
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with ACARA’s (2009) presentation of the critical and creative thinking capability,
students exhibited each attribute across the data collection period. From the four
findings presented in Table 6.1, three themes arose. Firstly, across the three schools,
through the individual display of the critical and creative thinking attributes, and
commonalities of questions and concepts, students exhibited skills that train them for
future schooling. Secondly, through the Question Quadrant’s ability to encourage the
quality of students’ questions, they were preparing for the ‘world of work’. Lastly, by
making links to cross-curricular areas or the ‘wider world’, the knowledge students
obtained in other learning areas was strengthened.

6.1 Exhibiting skills that train students for future schooling.
The findings for the first and second research questions indicate that students
who engaged with philosophical inquiry, through the integrated pedagogies of the
Question Quadrant and Community of Inquiry, exhibited the attributes corresponding
to the critical and creative thinking capability (ACARA, 2009). Academic literature
reviewed in Chapter Three indicates supporting works of the functionality of the
Question Quadrant in the development of critical and creative thinking skills such as
Cam (2006, 2016) and Scholl (2010). Also, existing research to support the capacity
of the Community of Inquiry in the development of these same skills (Davey Chesters,
2012; Lipman, 2003; Makaiau, 2017). However, there seemed to be a paucity of
literature documenting research conducted with the Question Quadrant and
Community of Inquiry as an integrated pedagogy (P. Cam, personal communication,
March 7, 2019). The research project aimed to fill this gap by exploring the impact of
an integrated approach using the Question Quadrant and Community of Inquiry
activities together to develop critical and creative thinking skills.

The similarity in the findings between the two thinking skills appeared to
confirm that, “though the two [critical and creative thinking skills] are not
interchangeable, they are strongly linked, bringing complementary dimensions to
thinking and learning” (ACARA, 2009, para. 4). For example, in one session at the
end of the data collection period, Stuart critically engaged with the question, “Should
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euthanasia be legal?” and creatively offered an alternative scenario to the moral and
legal implications of euthanasia:

Stuart:

I think that it should be legal as if someone is in a lot of
suffering, I feel like actually keeping [a person] alive is
morally wrong.

Later in the dialogue…
Stuart:

I believe; however, there should be some sort of
measures, if some child wants euthanasia, I don’t think
[they should be allowed] because, their mind is still
developing and therefore, they don’t have the capacity
to make those decisions.

Furthermore, philosophical inquiry may have the ability to successfully enable
students to also exercise the attributes individually (ACARA, 2009, para. 4). In the
previous example, Stuart critically engaged with the focus question by interpreting the
moral implications of euthanasia and creatively offered two alternative positions
guided by a personal insight that children are not capable of making decisions about
euthanasia.

The integrated pedagogy did provide students with the opportunity to exhibit
the range of attributes from ACARA’s (2009) critical and creative thinking capability.
However, while the literature suggests that the critical and creative thinking capability
is achievable overall, the researcher found that this was not consistent across all
sessions, at all schools. Some attributes were displayed more frequently or more
prominently than others. For example, the attributes of the critical thinking capability,
occurring from most to least frequent were: ‘inferring’, ‘questioning’, ‘interpreting’,
‘reasoning’, ‘comparing’, ‘explaining’, ‘appraising’, ‘sequencing’, ‘generalising’,
‘analysing’, ‘evaluating’, ‘testing’, ‘hypothesising’. The individual aspects of the
creative thinking capability, occurring from most to least frequent were: ‘alternative
explanations’, ‘generate ideas’, ‘apply ideas’, ‘refining ideas to discover possibilities’,
‘constructing theories’, ‘existing solutions seen in a new way’, ‘combining parts to
form something original’, ‘acting on intuition’, and ‘making new links for a positive
outcome’. As the process of each Philosophy Club session is organic, it may be the
case that over an extended period consistently engaging with philosophical inquiry
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through the integrated pedagogy, students exhibit all attributes of the capability at
different intervals. As a result, the more frequently the attributes are exercised,
perhaps, the stronger the students become at using them. More research is needed to
find out how the development of these individual attributes can be promoted at a
classroom level to avoid gaps occurring in the development of the capabilities or a
more consistent exhibition of each skill. As Gonski (2018) states, “the general
capabilities need to be more effectively translated from the Australian Curriculum into
the classroom so students acquire the full set of knowledge, skills and capabilities to
succeed in the rapidly changing world” (p. 27). Therefore, it is necessary for students
to have access to a pedagogy that enables them to practise their critical and creative
thinking skills as individual attributes, at classroom level, for the overall skill to be
developed adequately.

The findings, along with limited supporting literature explored the notion that
students who engage with philosophical inquiry through the integrated pedagogy of
the Question Quadrant and Community of Inquiry do exhibit critical and creative
thinking skills. As the data collection period for the research project spanned eight
weeks, the findings displayed a complexity in establishing whether students continued
to develop or enhance their critical and creative thinking skills. A follow-up project
such as the one Topping & Trickey (2007) conducted, may need to be carried out to
assess whether students who had engaged with philosophical inquiry through the
integrated pedagogy continued to exhibit the individual attributes of critical and
creative thinking skills with greater consistency.

The findings also indicate that an integrated pedagogy encouraged common
questions and concepts across the sessions. Although students across the data
collection period produced similar questions, those questions often had differing
intentions or implications for the corresponding question. There was not a generic set
of questions that arose from reading the provocation text; however, there were
similarities and often repetitions of some of the questions. When a question became
the focus question for the Community of Inquiry, each dialogue that emerged with a
community of students was different. For example, students across the participating
schools considered the same concept of ‘animal rights’ and produced eleven questions
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associated with the concept. The questions were (see Appendix IV for examples from
other sessions.):

Richard:

What is the purpose of keeping animals in cages?

David:

Should animals have rights?

David:

What should the standard definition of how animals
are treated be?

Penelope:

If humans set animal rights, does that really make
them rights?

Eliza:

Should animals have rights?

Queenie:

Is it cruel to release animals who have been held
captive?

Kara:

Do animals deserve rights? Should they be the same
as our rights?

Stuart:

Should we treat all animals the same?

Charlotte:

Why don’t animals have equal rights?

Roy:

Should animals have the same rights as humans?

Jamie:

Should animals be given the same freedom as
humans?

Similarly, as the sessions progressed, the findings indicate that the provocation
text encouraged common concepts across all schools. The commonalities were
characterised by a similar train of thought amongst the students prompted by the
provocation text. As mentioned in Chapter Three, Cam’s Sophia’s Question (2011)
was written purposely for use within a philosophy session. Therefore, it may be the
case that Cam intended the generation of a concept or indeed question, and deliberately
titled chapters or explicitly placed leading phrases to aid students in that way. The
common concepts that occurred across the data collection sessions for this study were
free will, fate, determinism, assumptions, happiness, wealth, the good life, fortune
tellers, lies, rights, and morals. The concepts the School Curriculum and Standards
Authority (SCSA, 2013) list on the Philosophy and Ethics Western Australia
Certificate of Education (WACE) syllabus are, among others, “the idea of free will,
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determinism, ethical action, the greatest happiness principle, the concept of rights,
social rules” (SCSA, 2013, pp. 6-9). Cam (2011) remarks that the provocation text is
designed for a philosophy session because, “the use of collaborative and inquiry-based
learning is designed to develop students’ abilities in both speaking and listening and
provide rich opportunities for critical and creative thinking” (back cover). This
research project included students in lower secondary school years, and the findings
suggest they could exhibit critical and creative thinking skills expected at a senior
secondary school level. The students could generate concepts, and questions such as
those that featured at a senior secondary level in the Philosophy and Ethics WACE
course (Millett & Tapper, 2014). Students may be equipped to engage with critical and
creative thinking in future years after participating in the Philosophy Club sessions.
Perhaps the inclusion of philosophical inquiry in lower secondary school is worthy of
being promoted because, through the integrated pedagogy, students can exercise their
critical and creative thinking skills, so preparing them for senior schooling and beyond.
As Hand (2018) denotes, earlier preparation is important because,

It is the task of education to prepare children for adult life and, while
adult lives differ widely in the directions they take and the challenges
they throw up, there are at least some problems, or kinds of problem,
with which more or less all adults must contend at some point or
other. (p. 7)
It is therefore logical to equip students with the skills such as critical and creative
thinking, as they are necessary for every day schooling, and the ‘world of work’ across
all Year levels (Gonski et al., 2018) to ensure students gain the skills as recommended
by governmental policy. Therefore, the findings suggest that students in Australian
schools may benefit from the opportunity to engage with the integrated pedagogy to
exhibit the skills that train students for future schooling.

6.2 Preparing students for the ‘world of work’.
The second theme that arose from the findings indicated the increased
frequency of students’ generating open questions as the sessions progressed,
encouraging skills that are necessary for the ‘world of work’. Students’ closed
questions fluctuated over the data collection period from four closed questions
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generated in the first session to none at the end at school one. At school two, while the
closed questions maintained a steady number across the data collection period, the
open questions developed from 11 at the beginning to 33 in the final session. Table 6.2
indicates the spread of open and closed questions generated across the sessions.

Table 6.2
Number of open and closed questions generated across sessions.
Sessions
Open/Closed
Session 1
Session 2
Session 3
Session 4
Session 5
Session 6
Session 7
Session 8

School One
Closed
Open
4
3
2
5
3
10
1
8
1
8
0
4
1
10
0
7

School Two
Closed
Open
2
11
2
16
2
17
3
8
2
19
3
29
1
19
3
33

School Three
Closed
Open
2
7
3
19
0
15
1
15
1
14
2
13
2
9
1
15

Teaching students to distinguish between and formulate an open and a closed question,
and a question that is answerable by differing methods of varying nature could prove
to be a useful skill to possess in the wider world or for the ‘world of work’ (R. Fisher,
2013; Gonski et al., 2018). Scholl (2010) conducted research using the Question
Quadrant in a primary school setting. While Scholl’s intentions for the research differ
from this research project, the outcomes in terms of the success of the Question
Quadrant remain the same. Scholl (2010) explained that the Question Quadrant “is a
tool which assists teachers to explicitly teach question types with the intentions of
using students’ questions to guide learning, particularly philosophical inquiry” (p. 3).
So, instead of simply generating questions in preparation for a Community of Inquiry,
the Question Quadrant encouraged students to understand the distinctions between
open and closed questions. Findings from the research project align with Scholl’s
claims and saw the growth of open questions as time progressed.

By distinguishing between open and closed questions, among other processes
attributed to the engagement with the Question Quadrant, Cam (2006) claimed that the
Question Quadrant improves the quality of questions generated, making them more
adequate for discussion. The students’ reflections in the semi-structured interview,
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after the completion of the data collection period, suggested that they purposefully
began to generate more open questions. Students expressed that as the remaining
sections of the quadrant were unused in discussion, there was little point in presenting
their question to the ‘Use your imagination’, ‘Ask an expert’, or ‘Questions about the
text’ areas of the Question Quadrant. Literature reviewed in Chapter Three sees Cam’s
Question Quadrant (2006) used largely in primary school environments (Cam, 2006;
Scholl, 2010). The findings from this research project suggest that lower secondary
school students can also equally benefit from engaging with the quadrant to produce
quality questions fit for discussion. As Splitter (2016) claimed, “to stimulate inquiry,
ask questions which lead to—open up—powerful thinking” (p. 27). Confining the
Question Quadrant to primary school students may limit the process of questioning
that naturally encourages deeper thought. The findings suggest that the Question
Quadrant activity could suit integration and application to any learning areas of
schooling. Perhaps, all students should have the opportunity to use the Question
Quadrant in organising their thoughts prior to a dialogue and to encourage the quality
of the questions they generate. Encouraging the quality of questions produced by
students could prove useful for any learning area.

Acquiring skills such as being able to differentiate between open and closed
questions, are the necessary skills required for the ‘world of work’ (Gonski et al., 2018,
p. ix). With the advancement of technology, it is important that students develop skills
that are unfit for automation. A level of skill that cannot be automated is the type of
skill that Gonski et al. (2018) hoped for in Australian students. While the process
within the Philosophy Club sessions embarked on a path led by the students, the path
was not prescriptive at the beginning of the session. Perhaps the skills required to
engage with the integrated pedagogy of the Question Quadrant and subsequent
Community of Inquiry are so specialised that replication by technology in the future
would be problematic. Due to technological advances in recent times, there is a call
for students to become equipped with skills that are unlikely to become automated in
order to prepare them for the ‘world of work’ (Gonski et al., 2018). The Mitchell
Institute (2016) report observes that,

The general capabilities are an integrated and interconnected set of
knowledge, skills and dispositions that apply across learning areas.
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There are seven general capabilities in the curriculum: literacy;
numeracy; information and communication technology capability;
critical and creative thinking; personal and social capability; ethical
understanding; and intercultural understanding. Literacy and
numeracy serve as foundational skills considered essential for
further learning. The other general capabilities enable individuals to
collaborate and to translate knowledge into meaningful analysis and
actions, and are increasingly sought after by employers. (p. 25)
Skills that develop from interacting with the Question Quadrant and Community of
Inquiry are unfit for replication by technology and increasingly sought after by
employers (Gonski et al., 2018; The Mitchell Institute, 2016). Therefore, students that
are able to exhibit the necessary skills that philosophical dialogue within the context
of a Community of Inquiry can do will allow autonomy of thought and independent
contribution (Davey Chesters, 2012), adequately preparing students for the ‘world of
work’.

6.3 Strengthen the knowledge they obtain in all learning areas.
A third theme emerging from the findings of the research project, in support of
students exhibiting critical and creative thinking skills, identified that students
frequently made links to cross-curricular disciplines such as English or History or links
to the ‘wider-world’. For example:

Jenny:

In our HASS [History and Social Sciences] class, we
went back, you know how you go back into history and
you start from the very beginning and work your way
up through history?

Penelope:

When I was in Year Two, I remember asking a series
of different people, ‘How do we know God exists?’

Karl:

‘What is the meaning of life?’ I thought about it last
night, I even wrote about it in English. It is my threehundred-word essay.

Stephen:

I had an interesting discussion with Colin in my
previous class about it.

David:

I was discussing that in English today. No person is
ever all good or all evil. Fairy tales imply that people
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are either all good or all evil but in real life most people
are a mix of both.
Stuart:

*In a dialogue referring to a young girl who had
contracted an infection from a fast food restaurant: That
was in a HASS textbook.

By making cross-curricular links the students seemed to reflect confidently on their
wider studies and were able to strengthen the knowledge they had obtained in other
learning areas. Both ACARA (2009) and the Melbourne Declaration (2008) aim for
the curriculum in Australian schools to promote skills that are applicable to work
environments. A recent study by Torii and O’Connell (2017) raised the concern that,
“the basic model of education has been largely static in the face of changes in the
broader economy. Many young people are being left behind, and this challenge will
only intensify into the future” (p. 3). Torii and O’Connell (2017) recommend, “that a
renewed focus on capabilities must underpin reform. Capabilities can bridge the
academic and vocational divide, providing young people with the resources to navigate
the future” (p. 3). The capabilities Torii and O’Connell (2017) mention, among others,
include, “critical thinking, problem solving, creativity, curiosity, interpersonal and
communication skills” (p. 3). It appears that Gonski et al. (2018), The Mitchell
Institute (2016), and Torii and O’Connell (2017) are all encouraging students to gain
capabilities that will see them prosper in the new technological age. Providing more
opportunities for all students to engage in philosophical inquiry through an integrated
pedagogy could strengthen their understanding of the content, as well as contributing
to the development of their creative, and critical thinking skills.

Occasions for conversations, such as the ones mentioned above, indicate that
as students engaged in an integrated pedagogy, they seemed to exercise their creative
thinking skills and they were able to make links to ideas and experiences that were
meaningful to them. As Lipman (1973) states, “in a sense this is kind of a tautology,
because it is abundantly clear that children hunger for meaning and get turned off to
education when it ceases to be meaningful to them” (p. 27). Lucas and Smith (2018),
investigating ways in which the Australian education system can enable students to
have access to and provide feedback on the seven General Capabilities (ACARA,
2013), concluded that, “developing and using capabilities supports individuals to
become lifelong learners who are confident, connected, and actively involved in
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education, society and culture” (p. 4). The findings here suggest that schools should
harbour the desire for students to exercise creative thinking skills as a means to gain
access to the required knowledge. Accessing knowledge in a meaningful way, as an
integrated pedagogy appeared to provide, may also encourage students to become lifelong learners.

Just as students were already making connections between their studies and the
content discussed within a dialogue, students also had the opportunity to discuss ideas
and opinions raised within the context of the subjects they studied in school. Such
opportunities echo the Education Council’s (2015) aspiration that “beyond lifting
skills in the Science, Technology, Engineering, and Mathematics (STEM) education
strategy encourages a cross-disciplinary approach to teaching that develops students’
problem-solving and critical analysis skills” (p. 5). By exercising their critical and
creative thinking skills to attribute meaning to studies in this way, students may
strengthen both their understanding of the content they learn and through an integrated
pedagogy, share their thoughts within a mutually supportive community. Students may
not have many opportunities within their schooling to reflect on the content they learn
within the context of the individual learning areas. Providing students with a forum to
engage in dialogue on a topic or question in which they are interested, could in turn
strengthen their understanding of the learning areas they study at school and assist
them in developing their critical and creative thinking skills, to become more confident
learners as a result.

Students also expressed how they thought the experience of the Philosophy
Club could benefit them out of school, or after school ended. In a semi-structured
interview, Jamie explained how he found the sessions useful, as it had taught him how
to deal with situations by thinking about the best solution to a moral problem before
deciding on his actions. The student’s comments seemed to be in line with Aristotle’s
(1999) type of knowledge phronesis (wisdom) which included a practical element of
gaining knowledge. R. Fisher (2006) suggested that gaining knowledge is, “more to
do with the intellectual behaviour than competence” (p. 9). The notion of intellectual
behaviour rather than competence, as R. Fisher suggests, could allude to the idea that
being competent in something does not gain knowledge as effectively as intellectual
behaviour can (Siegel, 1980). The Philosophy Club sessions may have enabled
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students to develop their intellectual behaviour in preparation for the ‘world of work’.
The Melbourne Declaration suggested that, “the curriculum will support young people
to develop a range of generic and employability skills that have particular application
to the ‘world of work’” (MCEETYA, 2008, p. 13). Possessing skills that are applicable
to schooling and in the ‘world of work’ could make the transition to adulthood
smoother (Gonski et al., 2018; The Mitchell Institute, 2016).

6.4 Students voicing their ideas with like-minded peers to attribute
meaning and become more confident learners.
In response to research question three, the findings suggest that students were
able to make connections from the provocation text to their own lives, and exhibited
interest in a topic. The theme that emerged from the findings outlines students voicing
their ideas with like-minded peers to attribute meaning and become more confident
learners. Across the data collection period, students exhibited behaviours in line with
the academic literature that indicated they attributed meaning to their studies to
become more confident learners (Beyer, 1990; Charman & Hill, 2009 – 2012). On
several occasions, students made connections to events that had occurred in their own
lives. By attributing a sense of meaning in this way, the students may have been
enabled to become more confident learners. At times, the connections students made
were to personal experiences like the offer of travelling first class from England to
Australia to demonstrate one student’s take on assumptions. Or a pigeon shooed from
McDonald’s to show another’s beliefs around animal rights. Kara (another of the
students) mentioned that she had done extensive research into the topics of gender and
sexuality and Wendy, used her experience as a customer service representative at a
supermarket to explain her thoughts on social norms. Such connections indicate that,

A stronger emphasis on the affective aspect of meaning also entails
that education should introduce children to things and activities that
are (at least for them) intrinsically meaningful, help them cultivate
meaningful relationships, draw attention to potential sources of
value, and cultivate sensibilities. (Schinkel, De Ruyter, and Aviram,
2016, p. 412)
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Students appeared to make connections between their own lives and occurrences in a
provocation text. In turn, they may have gained meaning and voiced their ideas or
attitudes to become more confident learners. Making links in this way, suggests that
students were active in their learning and engaged in a practical way with the integrated
pedagogy. For instance, in the semi-structured interview, Jamie explained that he saw
little point in formulating questions that were not intended for discussion. Jamie
wanted to present questions to the Question Quadrant that would encourage dialogue
with his peers. Within the community the students had created, Jamie wanted to gain
something from the discussion. Wilms (2003) report on student engagement
considered that, “the sense of belonging and participation at school” are “two of the
most important measures of student engagement” (p. 9). The level of participation by
students, indicated that they were not passive observers for they participated fully with
the Question Quadrant and Community of Inquiry activities. Just as Cam (2011)
anticipated, it was the participation and engagement that enabled meaning connections
between the students’ own lives and experiences, with those documented in the
provocation text, to aid them in becoming more confident learners.

In making meaningful links between the learning and their own lives and
experiences, the students may have been making connections to their inner selves (R.
Fisher, 1990). The meaning could be symbiotic and encourage a mutual depth to both
the discussion and the memory of their experience with which they connected.
Ausubel, Novak, and Hanesian (1978) suggested, “that for pieces of knowledge that
society regards as meaningful or important actually to become meaningful for and then
retained by the student, there has to be a meaningful connection built by the learners
between the knowledge and themselves” (cited in Hannam & Echeverria, 2009, p. 28).
By connection to their own experiences, students may have developed a meaningful
connection between the knowledge they have gained in the Community of Inquiry and
their own experiences. In turn, such a development may have enabled them to become
more confident learners. Making connections in this way may have helped students
gain more than academic knowledge from their schooling. Perhaps students who
attribute meaning to their studies, strengthen their drive to become more confident
learners.
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Similarly, across the data collection period, students generated questions that
were not from the provocation text. For example, Richard’s interest in the topic of the
‘afterlife’, or Kara’s desire to discuss ideas surrounding ‘gender’. The findings
indicated that students who generated a question that was not from the provocation
often engaged in a quandary. For example, Richard came to one session pre-armed
with the question, “Is there an afterlife?” He had previously expressed a desire to
discuss concepts such as ‘the afterlife’, or ‘God’. During the Community of Inquiry,
Richard engaged in dialogue with his peers regarding his pre-conceived ideas. Midway through the dialogue Richard expressed, “I believe Stephen has convinced me, all
of you have convinced me that it is true. You cannot always believe what the crowd
believes or what others believe”. At the end of the dialogue the researcher asked
Richard how he was feeling, Richard stated in a raised voice, “Very confused!”
Despite Richard’s confusion, he engaged with his own question to discover that the
answer was neither immediate nor straightforward. Davey Chesters (2012) makes a
similar point stating that Socrates, “encouraged the idea that philosophy should be a
process of argument and analysis, but with emphasis on dialogue. By engaging people
in dialogue, Socrates could show that the answers to life’s questions were not so easily
attainable” (p. 33). As Dewey (1916) comments, “the educational process has no end
beyond itself, it is its own end” (p. 328). With the philosophical inquiry sessions,
process was the key, not necessarily gaining a definitive answer to the question posed.

Furthermore, illustrated during one Philosophy Club sessions where Kara
suggested that she had generated numerous questions on the concepts of ‘gender’ and
‘sexuality’, and she was keen to voice her ideas with her peers. Similarly, Stuart
referred to a poignant news article that had struck a chord with him. The article referred
to an Australian academic travelling to Switzerland to end his life, from which Stuart
generated the question, “Should euthanasia be legal?” While the students had
engendered deep questions separate from the provocation text, their thoughts and
opinions may not have been so well-formulated. The findings indicate that the
integrated pedagogies may have provided students the opportunity to share their
thoughts and opinions with their peers, to allow them to solidify their viewpoint on
that concept or question they raised, and to attribute a sense of meaning to become
more confident learners. As Allen (1998) suggested,
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The individual mind has perceptual faculties, the ability and drive to
know and search for meaning, consciousness of self, and capacity to
communicate and respond in relationship to others. The community
of inquiry makes use of these capacities, as we say, depending upon
their functioning presence. (p. 30)
The findings imply that students are willing to voice their thoughts on questions or
concepts in which they are interested, within the context of a mutually supportive
environment. A symposium, like that of a Philosophy Club may provide students with
the space and opportunity to engage in such discussions outside of a teaching
environment. Perhaps without the pressure of a teaching situation where the students
may perceive that they are required to adhere to a particular viewpoint in order to
achieve academic success, students were able to attribute meaning to their studies, and
become more confident learners. Giving students the opportunity to strengthen the
knowledge they learn in school by engaging in philosophical inquiry through an
integrated pedagogy may function in much the same way as practising a musical
instrument once one has learnt how to play each note. Engaging in a practical
endeavour such as philosophical inquiry requires practice (Murris, 2009).

Allowing students to engage and voice their ideas on topics that are of interest
to them could provide opportunities for self-examination (Peperzak, 2012). Sharing
ideas within the context of a supportive community, such as the communities the
students created throughout the Philosophy Club session, seemed to permit them to
examine their own ideas in response to their peers. In turn, such sharing strengthened
the way they interacted with one another, to let them feel more socially confident. By
responding to peers on topics such as gender, sexuality, the afterlife, and euthanasia as
some of the students displayed throughout the data collection period may affirm
Allen’s (1998) and Peperzak’s (2012) claims that sharing ideas permit selfexamination. Perhaps students who engage in philosophical inquiry through the
integrated pedagogy participate in self-examination and are sensitive of their peers’
contributions. A follow-up study could establish whether students who engage in
philosophical inquiry through the integrated pedagogy become more empathetic
towards their peers.
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6.5 Being part of a democratic community, sense of belonging, and
reflection.
A final theme emerging from the findings indicates that students in this project
became part of a democratic community by voting for questions and concepts
throughout the sessions to achieve a mutual goal, developed a sense of belonging
through the level of their participation, and recorded reflections of each session on a
‘See, Think, Wonder’ reflection sheet which related to their levels of confidence.
During the Philosophy Club sessions, students functioned within a democratic
environment, demonstrating the sense of community of which Dewey (1916) spoke.
Students voted for their favourite concept and focus question before embarking on the
Community of Inquiry and seemed to understand the notion of the democratic regime.
On one occasion, Jenny was undecided about which focus question she wanted to vote
for. The following exchange ensued:

Kara:
Jenny:
Queenie:

You are unsure.
That’s [zero] point five.
Democracy says we need to have a full vote.

Across the Philosophy Club sessions, students were vocal in their desire to discuss a
concept or question. For example, as Richard discovered that open questions were
necessary for discussion, he suggested that he would have asked the question, “What
is God?” Richard’s frequent references to the nature of a divine creator, religious
belief, and the afterlife showed his keen interest in the topic of religion. Similarly, Kara
mentioned that she had brought a notebook with her for a session discussing gender
and sexuality to make notes throughout the dialogue. Kara’s engagement was palpable
throughout the Community of Inquiry and her passion for the concept was obvious.

As the sessions progressed, students embraced the democratic environment
adopted as the nomination process for the focus question. So, Richard and Kara
understood their questions were required to function within a democratic environment.
Frequently, students expressed their appreciation of the democratic environment and
its ability to enable a fair system for the establishment of a popular concept and focus
question. Such behaviours reflect the view that where students chose their own topics

203

and relate them to their own experiences, suggests there is an interest on their part by
engaging in the endeavour (Hannam & Echeverria, 2009). Ausubel et al. (1978) (cited
in Hannam & Echeverria, 2009) state that “effective educational environments must
construct ‘meaningful learning experiences’. This is precisely the environment that is
built by the community of philosophical inquiry by enabling the topics of exploration
to be founded on the experiences of the young people themselves” (p. 28). Students
engaging in a democratic environment who are responsible for the generation of
questions, the extraction of concepts from those questions, the nomination of a topic
and subsequent focus question are engaging in a ‘meaningful learning experience’ and
may become more confident learners.

Democracy is a way of life for Australian adults and it is necessary that students
learn to live under the same conditions (MCEETYA, 2008). Burgh (2018)
recommends,

To be active and informed citizens, students require an
understanding of how the curriculum contributes to the development
of the requisite social and intellectual capacities and dispositions. To
this end, philosophy needs to be reconceptualised as collaborative
philosophical inquiry that reflects democracy as a way of life; an
inquiry that not only develops students’ capacities for critical
thinking, but also creative thinking. (p. 43)
Throughout their engagement with philosophical inquiry students are at the centre of
their own learning. Students make decisions about the questions they generate, topics
they would like to discuss or find interesting and voting for each one in turn. Providing
students with the sense of freedom they could achieve in adulthood may provide a
greater sense of confidence. Throughout the Philosophy Club sessions, student voice
was prominent. The students chose the path of each session and each had a role to play
in the topics and questions that guided the discussion. The findings indicate that the
integrated pedagogy provided students with a student-centred learning experience that
promoted democracy. The ability of students to confidently function in a democratic
environment within the context of their schooling may enhance them to become active
democratic citizens (MCEETYA, 2008).
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Students frequently collaborated in discussions and contributed with personal
insights and seemed to exhibit signs that they felt comfortable amongst their peers.
Enabling students to attribute a sense of belonging while at school, could improve their
engagement with the learning areas they study. A follow-up project could assess
whether students who feel a sense of belonging at school, improves engagement with
their studies.

The groups of students in the respective schools seemed to consistently manage
to formulate arguments and they creatively thought of solutions or alternatives. Within
the sessions, as students developed their arguments while exercising their thinking
skills a sense of community emerged. Perhaps, over time students would become adept
at individually developing critical and creative thinking skills as they became more
familiar with their peers and the environment. As a result of this intervention, the
findings showed the establishment of a sense of mutual acceptance of one another
through the community formed by the students.

On several occasions, different students expressed that they had an image of
themselves as ‘different’, or ‘a loner’ to which others responded with nods or words
of familiarity. Findings from the semi-structured interviews documented expressions
of appreciation of the community they had together, and that the community had
enabled them to voice ideas and opinions they had not had the chance to previously in
their schooling years. Researcher notes from one session recorded that although Karl
was not a frequent contributor to the Community of Inquiry, he attended the sessions
every week because he felt as though that was the only place he belonged in school. It
is testament to the power of community that the students created—reflecting Dewey’s
observations regarding community—that students in either Year Seven, or Year Ten,
were keen, and motivated to discuss topics such as religion, death, the afterlife, or
sexuality. As Willms (2003) comments, a sense of belonging may be described by
students as, “being accepted by their peers and whether or not they felt lonely, ‘like an
outsider’ or ‘out of place’” (p. 18). On some occasions, students expressed an intense
dislike of discussing a topic that had previously been raised or discussed. Students
seemed to enjoy the philosophy sessions because they could discuss new topics from
a wide range of interests apparent within the community, while at the same time feeling
a sense of belonging amongst their peers.
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The review of current literature like those succinctly captured by Gregory, J.
Haynes, and Murris (2017) “demonstrate that establishing a classroom climate in
which different intentions are met with respect, and there is room for changing one’s
mind also raises achievement” (p. 119). Perhaps finding an environment where
students felt comfortable amongst their peers to discuss things that were interesting to
them could influence their sense of belonging at school. Lipman (2003) comments
that,

The community of inquiry is a wholesome social organisation that
provides a positive sense of belonging to its participants. In it, the
participants are able to realise the reasonableness they are seldom
able to practice amid the turmoil and turbulence of the rest of their
lives. It is within the community of inquiry, then, that they can
appreciate their own heightened powers, which, in turn, leads them
to enhanced self-esteem. (p. 122)
Providing students with a community that welcomes who they are seemed to provide
support to the nature of inquiry by increasing their self-image, esteem, and sense of
belonging (Wilms, 2003). Perhaps schools who do not already have a Philosophy Club
should establish one in both the primary and secondary schools, an idea supported by
the work of Hannam and Echeverria (2009). It could be possible that there are students
like Karl, Penelope, David, Eliza, Stephen, or Clara in every school and without the
opportunity to find a sense of belonging in a co-curricular activity, such students may
not find a parallel community elsewhere.

At the outset some of the students who regularly attended sessions were not as
frequently vocal as others in their group. As the sessions progressed, those students
began to comment without prompt or invitation and became more open with their
responses. For example, Karl was not a frequent participant in the early sessions.
Often, he would scribble on paper, make paper frogs, or fidget. Karl would only
contribute if prompted by another student or invited to do so by the researcher.
Occasionally, his response to the prompts or invitations would be, “I don’t know” or
“I haven’t thought about it”. As the sessions progressed, he started to participate
publicly within the community by reflecting on his own experiences and offering
comments in response to others’ ideas. As Williams (1993) wrote, “it is no less
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important, however, to enhance their confidence in their own abilities to question, to
persevere, to solve problems, to take part in public discussion and to defend their
beliefs against unreasonable challenges” (p. 11). Throughout the initial stages of the
data collection period Karl’s demeanour seemed disengaged and he appeared unable
to contribute voluntarily. However, he persevered and as his confidence seemed to
grow, he began to take part, defend his ideas, and refer to his life experiences for
support. Karl’s growing engagement showed a sense of belonging and participation,
and as Wilms (2003) observes “a sense of belonging and participation are important
schooling outcomes in their own right” (p. 8). Further, Willms (2003) suggested that,
“engagement is seen as a disposition towards learning, working with others and
functioning in a social institution, which is expressed in students’ feeling that they
belong at school, and in their participation in school activities” (p. 8). As Karl’s sense
of belonging grew within the community of students, so too his confidence began to
develop enough for him to articulate his ideas and defend them amongst his peers.
Such opportunities could suggest that students who may appear shy or disengaged at
the outset can benefit from engaging with the integrated pedagogy. Some students
require a sense of belonging to enhance their engagement. A sense of belonging, like
the one found within a like-minded community such as a Philosophy Club session,
may provide students with the opportunity to share their ideas openly while exercising
their abilities with confidence.
Lastly, students reflected on the Philosophy Club sessions using ‘See, Think,
Wonder’ reflection sheets, and participating in a semi-structured interview. The design
of the ‘See, Think, Wonder’ reflection sheets were a means to allow some students,
who perhaps did not feel so comfortable or confident to contribute in the Community
of Inquiry, to still have a voice. Some students used the sheets as a means of reflecting
on the integrated pedagogy rather than contributing during the discussion. For
example, the amount of times Penelope contributed remained consistent across the
data collection period; however, she spoke with more detail and depth as the sessions
progressed. More research could determine if there were any other reasons for
Penelope’s change in approach to expressing herself. Penelope progressively used the
‘See, Think, Wonder’ sheets as a reflection of the session’s activities and an
opportunity to incorporate ideas that she perhaps did not have the chance to voice. As
the students completed the ‘See, Think, Wonder’ reflection sheets independently, they
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placed themselves at the centre of their own reflections. Likewise, Jones (2012)
observed that philosophical inquiry “leads to the creation of a student-centred
environment, which ultimately leads to the improvement of self-confidence” (p. 63).
Some students used the ‘Wonder’ section of the sheet to write a list of ideas that they
would still be considering long after the session had ended. While others used the
sheets as an end to each discussion by reiterating previously raised points. The sheets
functioned as a way for students to contribute beyond the limitations of the Community
of Inquiry.
The ‘See, Think, Wonder’ reflection sheets allowed students to become more
active learners, and as R. Fisher (2013) observes,

Children engaged in philosophical discussion are likely to show
evidence of being more active in classroom discussion, more
reasonable and thoughtful in their behaviour, more attentive to what
others are saying and more confident in themselves as thinkers and
learners. (p. 228)
Whether students share ideas within the context of a Community of Inquiry or wrote
on a ‘See, Think, Wonder’ reflection sheet, they relied on their sense of self-confidence
to get their voice heard. Having the confidence to defend their ideas, pay attention to
what others share and possess their ability to reflect on their own and their peers’
viewpoints is of value to their development both as students and young adults. The
findings suggest that schools could offer students more opportunities to be reflective
of the discussions they have both within the context of a lesson and during any extracurricular activities. It is in the process of reflection that perhaps some reserved
students can find their voice and develop confidence within themselves to express their
ideas.

Following the completion of the sessions, some students participated in a short
semi-structured interview. The interviews hoped to gain insight from individuals
regarding their experiences over the data collection period. All students responded
positively about: the integrated pedagogy; the community achieved within their
respective schools; new skills they felt they had accomplished; interesting ideas raised
by their peers; and the behaviour techniques they would adopt in the future. The most
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prominent element of feedback was their enjoyment of sharing and gaining a greater
understanding of their peers’ viewpoints. Some seemed surprised at the variation and
disparity between one another’s ideas yet how well they explored those ideas together
as a community. As Oral (2013) claims,

These programmes help students build self-confidence and the
capacity to understand and appreciate points of view, respect each
other as people, be more patient with others, seek compromises,
improve their attitude towards school and learning, be more curious
and questioning about their own experience and its meaning. (p. 363)
Enabling students to engage with philosophical inquiry through the integrated
pedagogy can encourage students’ self-confidence. The findings indicated that lower
secondary school students should have the chance to engage with philosophical inquiry
through the integrated pedagogy. Whether students are keen to vocalise their ideas
from the outset or, simply require a context of like-minded peers to voice their
thoughts, the students seem to become more confident learners.

6.6 Chapter Summary
The findings indicated that students who engaged with philosophical inquiry
through the integrated pedagogy can exhibit attributes of ACARA’s critical and
creative thinking capability (ACARA, 2009). From the findings, five themes emerged.
Firstly, through the individual display of critical and creative thinking attributes, and
the commonalities of questions and concepts generated across schools, students
exhibited skills that train them for future schooling. Secondly, the Question Quadrant
seemed to encourage the quality of students’ questions by indicating that students
tended to generate more open questions, than closed ones as the sessions progressed;
therefore, preparing them for the ‘world of work’. Thirdly, students made crosscurricular links to learning areas or the ‘wider world’, strengthening the knowledge
they obtain in all learning areas. Fourthly, through the connections made from the
provocation text to students’ own lives and exhibited interest in a topic they voiced
their ideas with like-minded peers to attribute meaning and become more confident
learners. Lastly, students became part of a democratic community to achieve a mutual
goal, showed an increase in their contribution levels attributing a sense of belonging,
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and made reflections on the ‘See, Think, Wonder’ reflection sheets, and contributions
within the context of the semi-structured interviews. As a result of these findings and
subsequent themes, the conclusion chapter will present recommendations to emerge
from the study of the research project.
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Chapter Seven: Review and conclusions
7.1 Outline of the structure of the chapter
The review and conclusions chapter aims to address the purpose and design of
the research project, the specific research questions that provided the framework for
the study, limitations of the project, subsequent recommendations, and the researcher’s
personal statement. Table 7.1 provides an overview of the chapter.

Table 7.1
Overview of Chapter Seven: Conclusion plan.
Sub-heading
7.1 Review
7.2 Purpose of the research
7.3 Design of the research
7.4 Emerging themes

Sub-division

7.4.1
7.4.2
7.4.3
7.4.4

7.4.5
7.5
7.6
7.7

Exhibiting skills that train students for
future schooling.
Preparing students for the ‘world of
work’.
Strengthen the knowledge they obtain in
all learning areas.
Students voicing their ideas with likeminded peers to attribute meaning and
become more confident learners.
Democratic behaviour, sense of
belonging and community.

Limitations
Recommendations and Conclusion
Personal statement

7.2 Purpose of the research
The purpose of the research project was to address the General Research
Question: To what extent can philosophical inquiry assist lower secondary school
students to become more confident learners by encouraging the exhibition of attributes
associated with the critical and creative thinking capability? The question is based on
the problem of whether lower secondary school students who engage with
philosophical inquiry do exhibit attributes associated with critical thinking skills,
creative thinking skills, and perceive the contribution of philosophical inquiry through
an integrated pedagogy can assist them to become more confident learners. The
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General Research Question aimed to investigate whether these students can engage
with philosophical inquiry through an integrated pedagogy of the Question Quadrant
and Community of Inquiry and exhibit attributes associated with the critical and
creative thinking capability as stipulated by the Australian Curriculum, Assessment,
and Reporting Authority [ACARA] (2009). The research focussed on lower secondary
school students aged between 10 to 15 years old within the Perth Metropolitan area in
Western Australia. The project also explored whether such engagement contributed to
students attributing meaning to their studies to assist them in becoming more confident
learners (ACARA, 2009; MCEETYA, 2008).

7.3 Design of the research
The design of the research aimed to investigate the General Research Question
within the context of a Philosophy Club environment. The General Research Question
was divided into three subsequent research questions which were:

1. How do lower secondary students exhibit the attributes associated with the
critical thinking capability through philosophical inquiry?
2. How do lower secondary students exhibit the attributes associated with the
creative thinking capability through philosophical inquiry?
3. How do lower secondary students perceive the contribution of philosophical
inquiry through an integrated pedagogy can assist them to become more
confident learners?

The three research questions indicate a theoretical framework based on the
epistemology of constructionism. The construction of meaning formed within the
community of students lends itself to inform the research project through the
theoretical perspective of interpretivism. Students expressed their view of reality
through philosophical inquiry, by engaging with an integrated pedagogy, completing
‘See, Think, Wonder’ reflection sheets, and responding to questions in a semistructured interview. Symbolic interactionism was the lens through which the research
project allowed the students to convey their understandings and meaning to the
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researcher. The data collected from the Philosophy Club sessions enabled the
researcher to explore the lived reality of the students through this student voice.
The integrated pedagogy of Cam’s (2006) Question Quadrant and Lipman’s
(2003) Community of Inquiry was based on students reading each chapter of Cam’s
(2001) Sophia’s Question as a provocation text across the eight weeks of data
collection. Students generated questions to present to the Question Quadrant activity
in preparation for engaging in the Community of Inquiry. The researcher established
Philosophy Club sessions at three participating schools across the Perth Metropolitan
area. Each session ran after school, for approximately one hour. During each session,
the researcher made session notes, and participant observing teachers from each school
completed a teacher observation form that recorded students’ non-verbal behaviour.
At the end of each session, students completed a ‘See, Think, Wonder’ sheet to help
them reflect on their experience of the session. Once all the sessions had been
completed, the students were invited to participate in a semi-structured interview,
which consisted of five questions to elicit students’ perceptions of the sessions.

Qualitative content analysis enabled a basis from which to analyse the
transcripts from the Philosophy Club session, ‘See, Think, Wonder’ reflection sheets,
researcher session notes, teacher observation forms, and semi-structured interviews. A
coding framework adapted from ACARA’s critical and creative thinking capability
(2009) then provided a structure for thematic analysis (Gee, 2014). The discussion,
presented in Chapter Six, reviewed the emerging themes from the findings based on a
critical reflection of the relevant and recent literature. Several suggestions arose from
the findings under each research question and five themes were identified. These
themes provided the basis for the recommendations in this chapter.

7.4 Emerging themes
Five themes that emerged from the findings are identified in Table 7.2. These
themes are concerned about how philosophical inquiry using an integrated pedagogy
can firstly, encourage the exhibition of attributes associated with the critical thinking
capability in lower secondary school students. Secondly, encourage the exhibition of
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attributes associated with the creative thinking capability in lower secondary school
students. Thirdly, to establish how students perceive the contribution of philosophical
inquiry through an integrated pedagogy can assist them to become more confident
learners.

Table 7.2
Emerging themes from the findings.
Theme
1. Exhibiting skills that train
students for future schooling.

Related findings
• Individual display of critical and
creative thinking attributes.
• Commonalities of question and
concepts generated across
schools.

2. Preparing students for the
‘world of work’.

•

3. Strengthen the knowledge they
obtain in all learning areas.
4. Students voicing their ideas with
like-minded peers to attribute
meaning and become more
confident learners.

•

5. Being part of a democratic
community, sense of belonging,
and reflection.

•

•
•

•
•

The Question Quadrant
encourages the quality of
students’ questions.
Links to cross-curricular areas
or the ‘wider world’.
Making connections from the
provocation text to their own
lives.
Exhibiting interest in a topic.
Being part of a democratic
community to achieve a mutual
goal.
Level of contribution.
Student confidence.

7.4.1 Exhibiting skills that train students for future schooling.
The findings around this theme suggest that students exhibited all aspects of
ACARA’s critical and creative thinking capability across the data collection period.
Students demonstrated an ability to practise and exercise these individual attributes of
ACARA’s capability, supporting Gonski’s notion that students require access to an
integrated pedagogy at classroom level that interprets the Australian Curriculum,
preparing them for future schooling (Gonski et al., 2018). The individual attributes of
the critical thinking capability, occurring from most to least frequent were: ‘inferring’,
‘questioning’, ‘interpreting’, ‘reasoning’, ‘comparing’, ‘explaining’, ‘appraising’,
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‘sequencing’, ‘generalising’, ‘analysing’, ‘evaluating’, ‘testing’, and ‘hypothesising’.
The individual aspects of the creative thinking capability, occurring from most to least
frequent were: ‘alternative explanations’, ‘generate ideas’, ‘apply ideas’, ‘refining
ideas to discover possibilities’, ‘constructing theories’, ‘existing solutions seen in a
new way’, ‘combining parts to form something original’, ‘acting on intuition’, and
‘making new links for a positive outcome’. Developing each attribute individually
strengthens the overall execution of critical and creative thinking skills, to ensure
students are adequately trained for their future schooling.

Similarly, throughout the data collection period commonalities of questions
and concepts emerged from the students. These commonalities mirrored those that
appear on the syllabus for the upper secondary Philosophy and Ethics course as part
of the Western Australian Certificate of Education (WACE) (SCSA, 2013). Exhibiting
similar trains of thought and skills that are attributed to senior levels of schooling
suggest that students who engage in philosophical inquiry through an integrated
pedagogy can practise and improve their critical and creative thinking skills, preparing
them for future schooling.

7.4.2 Preparing students for the ‘world of work’.
The second theme outlines how students who engage with philosophical
inquiry through an integrated pedagogy exhibited characteristics attributed to skills
required to become ready for the ‘world of work’. In particular, the Question Quadrant
activity allowed the lower secondary students involved in the Philosophy Club
sessions to benefit from improving the quality of their questions. The Question
Quadrant enabled them to organise the ideas they encountered through a chosen
provocation and enhanced the quality of the questions they generated. As students
become more adept and familiar with the Question Quadrant activity, they produced
questions that were more meaningful and fit for discussion in a Community of Inquiry
session (Cam, 2006). Furthermore, the Community of Inquiry activity appeared to
benefit students by engaging in an activity with like-minded peers that enabled them
to share their thoughts and articulate their ideas in a mutually trusting environment.
Exercising skills such as those attributed to the Question Quadrant and Community of
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Inquiry activities; namely, differentiating between open and closed questions, or
improving the quality of questions can only assist these students in preparing them for
the ‘world of work’.

Furthermore, considering the rise of technology in the work place, students
require skills that can function progressively with the evolving technological age.
Technology has yet to replicate critical thinking skills, which may be crucial for a
myriad of industries where these skills are needed (Gonski et al., 2018). Students who
engage in philosophical inquiry through the integrated pedagogy may develop skills
that enhance their preparation for adult life and future career opportunities.

7.4.3 Strengthen the knowledge they obtain in all learning areas.
This theme suggests that students are making connections between their studies
or the ‘wider world’ to the content discussed within a dialogue. Students appreciated
opportunities to discuss ideas and opinions raised within the context of the learning
areas they study in school. Engaging with philosophical inquiry through an integrated
pedagogy provided students with the opportunity to strengthen their academic
knowledge and exhibit attributes associated with critical and creative thinking skills.

7.4.4 Students voicing their ideas with like-minded peers to attribute
meaning and become more confident learners.
The fourth theme highlights how students can voice their thoughts on questions
or concepts they are interested in within the context of like-minded peers and a
mutually supportive environment. A Community of Inquiry formed within the context
of a Philosophy Club session provided students with the space and opportunity to
engage in dialogue outside a normal classroom environment. Without the pressure of
such an environment, students attributed meaning to their studies to become more
confident learners, as their dialogue was external to the context of the lessons they
have during school time.
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7.4.5 Sense of belonging, democratic community and reflection.
Students who may have appeared shy or disengaged at the outset of the data
collection period benefitted from engaging with the integrated pedagogy to express
their ideas more confidently. Some students who required a sense of belonging, found
within a Philosophy Club environment a place to share their ideas openly and take time
to exercise their critical and creative thinking skills with confidence. As students
became more adept at the integrated pedagogy and more comfortable within the
process, they developed the confidence to share their ideas more freely. Students
seemed to benefit from belonging to a community such as the Philosophy Club setting.
The nature of a Philosophy Club environment can allow students to share their
thoughts and ideas within a setting of mutual trust and respect. Classic classroom
situations have the teacher as leader and do not allow all students to learn from one
another in the way that a Community of Inquiry can. Establishing a Philosophy Club
can help students find their sense of belonging and potentially enable their wider
studies to benefit as a result.

Students were also able to function in democratic community within the
context of Philosophy Club sessions engaging in an integrated pedagogy. Students
experienced first-hand, a student-centred learning experience that promoted a
democratic community. Functioning in a democratic community within the context of
their schooling may ensure students resilience to navigate their adulthood towards
supporting democratic government.

The end result was that the integrated pedagogy allowed students to enhance
their learning by reflecting on their studies. It is through this process of reflection that
some reserved students found their voice and developed confidence within themselves
and in expressing their ideas based on what they knew. When students articulated their
ideas and thought patterns after reflecting on the dialogue, the experience may have
helped them become more confident of what they had learnt in their studies across
learning areas.
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7.5 Limitations
There were four limitations to the research project. Firstly, at the outset the
research project aimed to attract students in schools that did not deliver or had not been
involved in philosophy education or philosophical inquiry. The delivery of Philosophy
and Ethics at Western Australian Certificate of Education (WACE) level is currently
in some fee-paying Private Independent schools, selective State schools and State
schools. The researcher found that schools that did not deliver any form of philosophy
or philosophical inquiry were not keen to participate due to other educational priorities.
Consequently, the researcher approached schools that had previously delivered, or
were currently delivering the Philosophy and Ethics WACE course. Therefore, schools
that were keen to participate limited the project.

The primary school sector has seen much research conducted concerning the
ability of philosophical inquiry in the development of critical and creative thinking
skills (Lipman, 1987; McCall, 2013; Scholl, 2010, 2014; Topping & Trickey, 2007).
Older secondary students may have added pressures such as WACE examinations.
Targeting a narrowed audience limited the research in terms of population size;
however, with minimal research conducted with lower secondary school students of
the above ages the project filled a gap in the research literature.

The research project aimed to include students with no previous exposure to
philosophy education or philosophical inquiry. The researcher sent invitations to
potential schools through the Principal who then informed relevant teachers. Teachers
with little understanding of the integrated pedagogy did not seem interested in
participating which narrowed the scope of participating schools further. Teachers who
participated in the research project as participating observant teachers had an interest
in the learning area, or had previously taught philosophy in some capacity and were
keen to support the study. The research project had hoped to attract teachers and
students who had minimal understanding of philosophy and philosophical inquiry;
however, due to the responses obtained from schools willing to participate, this was
not possible therefore limiting the project.
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As the Philosophy Club sessions ran after school, this limited the project by
reducing the students who could volunteer that did not have prior extra-curricular
activities. The project ran for eight consecutive weeks and in some cases, students
attended sessions on an ad hoc basis, due to their music or sport commitments.

Despite the limitations of the project, students who did participate, were
capable of exhibiting the attributes necessary for the development of the critical and
creative thinking capability, and attributed meaning to their studies to become more
confident learners.

7.6 Recommendations
The themes, stemming from the findings, show the advantages of Australian
students having the opportunity to engage with philosophical inquiry through an
integrated pedagogy of the Question Quadrant and Community of Inquiry. The
integrated pedagogy can go some way in enabling the exhibition of the individual
attributes of critical and creative thinking skills, and can encourage students to attribute
meaning to their studies to become more confident learners.

The integrated pedagogy of the Question Quadrant and Community of Inquiry
works for students in a lower secondary school setting and can also develop the skills
necessary for the ‘world of work’. The integrated pedagogy is also applicable across
learning areas in the curriculum. Philosophical inquiry through the integrated
pedagogy can also allow students to voice their ideas with like-minded peers, and
promotes a sense of belonging through a democratic community, and allows students
to reflect on their experience of the pedagogy.

The research project proposes that there is a need to conduct larger replicate
studies in the hope that they will confirm what was found with lower secondary
students. The project did not use a control group to compare data, or a quantitative
approach, therefore the extent of the changes found could be minimal. Further research
projects could build on the research literature concerning the value of philosophical
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inquiry. Once this is achieved, the literature will add support to the recommendations
made by this project.

The research project makes seven recommendations. Firstly, that philosophical
inquiry in lower secondary schools be promoted to Australian educational institutions
who do not currently engage in the process. Through an integrated pedagogy, students
can exercise the individual attributes of critical and creative thinking skills at a
classroom level, preparing them for future schooling and the ‘world of work’. The
benefits of students engaging in an integrated pedagogy far outreach the scope of the
research project. The integrated pedagogy is applicable in any learning area, at lower
secondary schooling with a range of provocations fit for use. It is logical for students
to have access to the pedagogy considering the extent to the benefits for their learning,
behaviour, demeanour, and perceived confidence in school.

Secondly, the findings suggest that the integrated pedagogies of the Question
Quadrant and Community of Inquiry can go some way in providing students with the
opportunity to exhibit attributes associated with the creative and critical thinking
capability. The project recommends that Federal and State governments engage in a
concrete discussion regarding the option to review their policy documentation to allow
for the inclusion of philosophical inquiry in the curriculum. The Question Quadrant
and Community of Inquiry is a cross-curricular activity and is fit for incorporation in
any learning area delivered in lower secondary school. Schools may then opt to review
their programs in line with the policy, maximising the opportunities for all students to
exercise critical and creative thinking skills at a classroom level.

Thirdly, the research project recommends that Australian educational
institutions consider establishing a Philosophy Club for primary and secondary school
students. The Philosophy Club mimics that of Plato’s gatherings and put students at
the centre of their own learning. Many schools across Western Australia have
established a secondary school Philosophy Club that participates in competitions such
as the Philosothon (FAPSA, 2011b) or Ethics Olympiad (Association for Practical and
Professional Ethics, 2017). Primary school aged students can also benefit from these
competitions and the more schools that establish a Philosophy Club, the more
opportunities there are for schools to compete at all levels. More importantly, students
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who require a sense of belonging to excel in school could find themselves within the
community of a Philosophy Club setting. Establishing an extra-curricular club such as
a Philosophy Club also allows students to engage with concepts and questions outside
of a formal classroom environment. In turn, this engagement can enhance and add
value to the inclusive critical thinking learning areas such as History and Science.

Fourthly, Australian students could be offered more opportunities to reflect on
their studies. The research project used a ‘See, Think, Wonder’ reflection sheet to
facilitate the reflection process. Providing students with an allotted timeframe to
interpret their thoughts was seen to be beneficial. School days are busy, and students
rarely have chance to stop and reflect on the content they learn. Home life can also be
busy with homework, sport, or music lessons. Giving students time and space to take
stock and reflect on questions or concepts that they have engaged with is helpful to
ensure complete understanding. Using the ‘See, Think, Wonder’ reflection sheet may
also enable teachers a useful template to facilitate the activity if time constraints do
not permit verbal reflections.

Fifthly, schools across Western Australia could consider training staff in the
integrated pedagogy. For schools to embed philosophy in some capacity—whether that
be in a Philosophy Club, embed philosophy into an already existing program, in a
philosophy elective subject or the Philosophy and Ethics WACE course—requires
training for willing teachers. As training would be voluntary, teachers who have little
interest in philosophy or the integrated pedagogy would be unlikely to partake in such
professional development. For the transferability of the research project to be
successful, at least one teacher from Primary and Secondary sectors would need to
deliver the integrated pedagogy at some level. One encouraging indication that the
integrated pedagogy can transfer to either educational sectors was an observing teacher
requesting the Philosophy Club to continue at their school after the data collection
period had ended. Therefore, it is a recommendation of the research project that more
schools encourage teachers to establish a Philosophy Club at their schools, by
implementing the integrated pedagogy.

Sixthly, the integrated pedagogy could be adopted within other settings, whilst
still achieving similar findings. The integrated pedagogy of the Question Quadrant and
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Community of Inquiry activities are used within the context of Federation of the
Australasian Philosophy in Schools Association [FAPSA] level one and two training
courses (FAPSA, 2011a), and a Masters of Teaching degree course at The University
of Notre Dame Australia. The training courses are designed to train teachers and
academics in the workings of the pedagogy, and how to implement the technique
within the context of a classroom environment. While the research project yielded
some findings unique to each school, the three research questions seemed to confirm
that students who engaged with an integrated pedagogy did exhibit attributes
associated with critical thinking skills, creative thinking skills, and perceived the
contribution of philosophical inquiry to assist them in becoming more confident
learners. It is a recommendation of the research project that FAPSA and teacher
education institutions consider promoting the training courses to more schools, to
encourage more pre-service teachers and academics to be experienced in delivering
the integrated pedagogy.

Lastly, the research project recommends that governmental bodies consider
reviewing their policies and learning progressions in the curriculum to establish by
incorporation, philosophical inquiry through the integrated pedagogy. Following the
review, schools can then consider the option of aligning their programmes with the
policies and learning progressions, maximising the opportunities for all students to
exhibit attributes associated with critical and creative thinking skills at a classroom
level. Reports such as Gonski et al. (2018) and Lucas and Smith (2018) document the
necessity for students to develop and practise critical and creative thinking skills within
the classroom. There is clearly a call for students to possess skills that are necessary
for a changing world and it is logical for governmental policy and schools to change
in line with their recommendations. Should schools remain stagnant or resistant to
change it is the students who ultimately suffer and the Australian economy as well.
The research project recommends that Australia students engage with philosophical
inquiry through the integrated pedagogy as the findings display evidence in support of
the development of the individual attributes of necessary skills advocated by ACARA
(2009, 2013); Gonski et al. (2018); Lucas and Smith (2018); and MCEETYA (2008).

To conclude, the research project has gone some way in establishing that lower
secondary students who engage with philosophical inquiry through an integrated
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pedagogy of Cam’s (2006) Question Quadrant and Lipman’s (2003) Community of
Inquiry do exhibit the necessary attributes of ACARA’s critical and creative thinking
capability. Through their engagement with the integrated pedagogy students are able
to attribute meaning to their studies and become more confident learners.

7.7 Personal statement
The research project has had a substantial impact on me. The origins of the
study had its genesis with my passion for Religious Studies and delivering lessons in
the philosophical content of Socrates, Plato, Aristotle, and others. During the early
stages of the research project, I was encouraged to use the integrated pedagogy within
the context of my own teaching with primary, secondary, and undergraduate students
throughout lessons, lectures, tutorials, and Philosophy Club settings. Seeing the
benefits in every way with all students I encountered, I was inspired to promote the
skills learnt through the integrated pedagogy at the schools I was employed. The
pedagogy as a technique, resonated with my personal sense of teaching and learning.
From the first time I experienced the integrated pedagogy in a FAPSA Level One
training course, until the very last time I recently engaged with it, I have relished the
reactions, positive feedback, inspirational dialogues, personal insights, and witnessed
friendships built within a classroom and Philosophy Club environment.

As a former teacher of Religious Studies, this research project has reignited by
sense of passion, not only for learning, but also for embarking on a quest of selfdiscovery. To this end, I have established Philosophy Clubs at both primary and
secondary levels, frequently facilitated and judged senior secondary school
Philosothons, and trained secondary school students for the Philosothon. At the outset
of this project I had no idea I would have found the strength of character, resilience,
and genuine drive that the project and pedagogy provided me.

The research project has already begun to take flight. The endeavour has
enabled me to be nominated as an executive member of the Australian Philosophy in
Schools Association (APIS), the Western Australian branch of the national body
FAPSA. I was then voted in as secretary, and finally secretary for FAPSA. I have had
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multiple requests to run Philosophy Clubs at various schools across the Perth
Metropolitan area both at primary and secondary school levels. Together with a
colleague, I created a postgraduate Masters of Teaching course entitled Philosophy in
Schools at The University of Notre Dame Australia which delivers lecturers and
tutorials to budding teachers, training them in the origins of the Community of Inquiry
and the inner workings of the integrated pedagogy. I have also been invited to codeliver a FAPSA accredited Level Two training course which trains teachers and
academics for the FAPSA Level One certificate. I look forward to continuing the
tutorials and lectures each year, and am excited at the prospect of sharing the findings
of the research project with fellow philosophy in education enthusiasts locally,
nationally, and internationally.
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Chapter Nine: Appendices
Appendix I: Questions generated in sessions.
Name:
Richard
Richard

David
David
David

David
Karl
Karl
Karl

Question:
What is the purpose of
keeping animals in cages?
Is there a realm where
animals are treated like
humans?
Should animals have
rights?
Will the circus play
another part in the story?
What should the standard
definition of how humans
are treated be?
Should we chain animals
up?
What do animals think of
humans’ behaviour?
What is the meaning of
life?
Isn’t that a glorious sight?

Open/Closed:
Open
Open

Open
Closed
Open

Open
Open
Open
Open

Quadrant:
Questions about
real life
Use your
imagination
Questions about
real life
Questions about
the text
Questions about
real life
Questions about
real life
Use your
imagination
Questions about
real life
Use your
imagination
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Appendix II: Teacher observation form.
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Appendix III: Semi-structured interview questions.
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Appendix IV: Commonalities of questions and concepts generated by all
students in session two.

242

Appendix V: Example of hypothesising on the spreadsheet.
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Appendix VI: Coding of contributions made by participant from school
one, session three.
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Appendix VII: Questions generated from school two, session eight.
#:

Name:

1

Penelope

2

Penelope

3

Penelope

4

Kara

5

Kara

6

Kara

7

Kara

8

Kara

9

Kara

10

Kara

11

Kara

12

Jenny

13

Rosy

14

Betty

15

Betty

16

Betty

Question:

Open /
Closed:
Can true happiness be found in Open
artificial happiness? Is
artificial happiness artificial?
Would you be happy living
Open
forever?
What’s the reason for men
Open
being held higher than women
and why are we the weak
ones?
As a society do we need the
Open
concept of gender?
What makes a good life? If
Open
you do not achieve this is life
worth living?
What makes you a specific
Open
gender, can you be both or
neither?
What is masculinity or
Open
femininity? Is it relative?
Why do gender rules begin?
Open
When did they begin?
Why do we assign gender to
Open
inanimate things like razors or
clothing?
Should girl’s schools allow
Open
gender neutral uniforms?
Is sexuality affected by nature, Open
nurture or both?
Is money everything? Can
Open
money equal a happy life
especially considering people
without money are so
miserable?
Should parents force their
Open
children into doing an activity
from a young age?
What makes a good life?
Open
Can money buy you
happiness?
Can you be happy even if you
might not have had a good
life?

Open
Open

Quadrant:
Questions
about real life
Questions
about real life
Questions
about real life

Questions
about real life
Questions
about real life
Questions
about real life
Questions
about real life
Questions
about real life
Questions
about real life
Questions
about real life
Questions
about real life
Questions
about real life

Questions
about real life
Questions
about real life
Questions
about real life
Questions
about real life
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17

Betty

Open

Queenie

How can a poor person be
happier than a rich person?
Are stereotypes useful to our
society in any way?
Is there a mental difference
between a man or a woman?
Is telling a lie to spare
someone’s pain a good thing
to do?
What makes a good life?

18

Betty

19

Betty

20

Betty

21
22

Queenie

Do we have souls?

Open

23

Queenie

Open

24

Queenie

25

Queenie

26

Queenie

27

Clara

28

Clara

29

Clara

30

Clara

31

Eliza

32

Eliza

33

Eliza

Do parallel or alternate
universes exist?
Is shooting a ‘guy’ thing?
Does it relate to facts or
gender stereotypes and are
these stereotypes based on
facts?
Why do we base happiness on
our bank accounts?
Why do we have gender
stereotypes or just stereotypes
in general even though most of
them are false?
At what point do you label
your life as good?
To what extent does money
impact your life?
Do people value their financial
inheritance?
Is it okay to hurt others in
order to make yourself
happier?
Is happiness a lifestyle or a
state of mind?
Is the meaning of life the same
for everyone or is it personal?
Is money and success and
living the good life a critical
component of happiness?

Open
Open
Open

Open

Open

Open
Open

Open
Open
Open
Open

Open
Open
Open

Questions
about real life
Questions
about real life
Questions
about real life
Questions
about real life
Questions
about real life
Questions
about real life
Questions
about real life
Questions
about real life

Questions
about real life
Questions
about real life

Questions
about real life
Questions
about real life
Questions
about real life
Questions
about real life
Questions
about real life
Questions
about real life
Questions
about real life
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Appendix VIII: Frequency of ideas generated and applied across the data
collection period.
School:
One:
Two:
Three:

One:
1
14
11

Two:
2
9
4

Three:
6
9
5

Sessions:
Four: Five:
10
10
15
13
11
17

Six:
18
21
7

Seven:
24
13
0

Eight:
16
3
7
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Appendix IX: Alternatives offered across the data collection period.
School:
One:
Two:
Three:

One:
10
4
20

Two:
9
3
13

Sessions:
Three: Four: Five:
13
13
5
1
12
22
9
15
16

Six:
2
20
3

Seven:
16
11
10

Eight:
6
16
12
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Appendix X: Made links across the data collection period.
School:
One:
Two:
Three:

One:
5
9
3

Two:
10
6
10

Sessions:
Three: Four: Five:
19
8
11
8
16
6
10
10
18

Six:
4
9
6

Seven:
12
15
7

Eight:
2
21
19
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Appendix XI: Combining parts to form something original.
School:
One:
Two:
Three:

One:
2
0
0

Two:
1
0
1

Sessions:
Three: Four: Five:
2
2
1
0
0
0
1
1
0

Six:
0
5
1

Seven:
0
1
0

Eight:
0
0
1

250

Appendix XII: Contributions made from school one, session three.
School:

Students:

One:

Richard
David
Karl
Stephen

Session
three:
124
53
67
46
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Appendix XIII: Contributions made from school two, session eight.
School:

Students:

Two:

Queenie
Kara
Eliza
Penelope
Betty
Rosy
Clara
Jenny

Session
eight:
113
280
135
106
135
14
104
77
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